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Foreword

Fow rreatises, tales, or texts fultitl expectations: this one tar exceeds them.
Be propared for an instructive and constructive examination of that elusive
stracture called “the organization.”™ Although readers will not be disap-
puinted, they are quite likely to discern, doubt, and perhbaps discard pyvany
assumptions held near and dear tor a long time,

The authors embark on a seemingly impossible quest to view order in
chaos, if not to bring order to it. They deserve high commendation for their
noble cause, higher for their conscientious effort, and stitl higher for their
obvious success.

Their cause is simple: to restore efhicacy-—the ability to make a positive
ditference in childrens education—to the teachers in America’ schools. To do
so, sav the authors, requires viewing and understanding organizations in
general, school districts and schools in particular, as nonrational,

Readers are urged to be undeterred by the enormous challenge laid
before them in the descriptions of the forees of change. Demographic shifts,
tederal and state demands, collective bargaining, and teacher supply are
sufticient to overwhelm. But those who accept these as prelude and continue
reading will be rewarded

The bureaucratic model, or rational system, is compared and contrasted
with an emerging view of realitv identified as nonrational. Imaginary but
convincing vignettes of typical school situations boldly highlight differences
regarding organizational goals, power, decision making. external environ-
ment, and teaching process.

The authors do more than advocate the nonrational model as more
responsive to the only certainty—change. They provide three strategies that
can create integrated organizational structures: managing the organizational
culture, strategic planning, and empowerment. Each is a fascinating concept
in its own right. Collectively thev reinforce the potential of the nonrational
maodel to the school district.

The authors also devote some attention to the concept of leadership in
converting vision into organizational reality. Successful leaders are expected
to create a tlow of purposeful and unifving images throughout the organiza-
tional culture; to combine skills of historian and futurist in scanning, morutor-
ing, and interpreting the environment and the organization in strategic plan-
ning; and to enable people and units to access support, information, and
resources through empowerment.
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Although their principal focus is on district-level organization. the au-
thors devote amiple attention to applving the nonrational model at the build-
ing level.

The authors draw upon sociology, corporate studies. and effective
schools research to make their case. And they make it exceedingly well. In
such an involved construct, some meandering or loss of focus might be
expected and aceepted. Such is not the situation. The story is crisp, clear, and
concise. It starts well, buitds at an appropriate rate, and comes together in the
final pages.

The book has a significant lesson. For those who learn it, the restorition
of etticacy to schools in a1 nonrational world becomes not only possible, but
prohable.

—GERALD R. FIRTH
ASCD President, 1980-87

vi
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Introduction

CHANGE: THE ONLY CERTAINTY

In 1980, a newly appointed superintendent of schools called she adminis-
trative staff together and, as part of the introductory message. announced:
You have been through some tough times lately—including a lengthy
teacher strike and serious budget strife. But 1 can tell you with some certainty
that we are entering a period of stabitity. We've survived the crisis periods, and
you can expect very little change or disruption from the districts long-range
plan.”

Today the administrative stoff is stiil Jooking for signs of stability. Real-
istically, though, most of us in the education business have finally concluded
that change is the most stable thing on which we can depend.

Acknowledging that we are educating in an era of change and uncertainty
is not enough. We need to understand the major causes for these unstable
conditions and the consequences for educational practice.

Y& do know we are charged with educating a more complex and diverse
student population than ever before. Moreover, changes in the entire demo-
graphic character of the United Sutes have drastically altered the social
structure. Consequently, our children have to be prepared for a world even
more uncertain than the world of today.

But a changing population is only one force creating instability. Federal
and state governments have lobbied for and legislated changes in a dramatic
and far-reaching effort to raise standards while providing equal aczess for all.
At the same time, the various constituencies that make up “the community”
for any educational system have expanded their demands and expectations.
Often, these expectations are contradictory. as in the demands for increased
services and simultaneous cost reductions. More often. the contradictions are
subtle and ambiguous, dealing with shades of meaning, differing values, or
questions of emphasis. Sometimes the demands conflict with the legislated
mandates—either inadve-tently, or on purpose.

THE CONSEQUENCES: A LOSS OF EFFICACY

This compiex web of uncertainty. conflict, and contradiction has reduced
public confidence in the effectiveness of our school organizations and the

vii
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people who work in them. Similarly, many educators feel aloss of efficacy—
the power to make a ditference in children’s education. Teachers feel aloss of
the power to make a difference when faced by children with more diverse
needs and by communities that seem only to criticize where once they
praised. Administrators wonder aloud what happened to the good old days
when things were still under control. Such conflicting demands and expecta-
tions force a retreat to traditional methods and “safe™ practices that. ironically,
don't work. There is ¢ven divisiveness within the ranks. Pitted against the
administration by a rocky history of collective bargaining, which has won
some measurable gains at some unmeasurable but signiticant costs, teachers
perceive little help forthcoming from their supposed leaders. Administrators
see their position and effectiveness eroded by the same history of events.

THE CORRECTIVE ACTION: PRODUCTIVE
SCHOOL SYSTEMS FOR A NONRATTONAL

WORLD

Fortunately. things aren’t as bleak as they appear on the surface. First, the
recent research on effective schools points to clear direction for restoring
efficacy in an era of change. In addition to the literature on effective schools,
wo other lines of inquiry are helpful in guiding educators. The field of
sociology issues a challenge to the belief that organizations are rational
svstems. Instead. organizations are more realistically described as nonra-
tional.} This change in model for thinking about organizations carries with it
signiticant implications for how school districts should approach organiza-
tional structure, planning, decision making, and leadership. Similar conclu-
sions have been reached in a different tield. The corporate reform literature
on excellence contains some kev findings from successful corporations.
which offer important direction for school districts.

Productive School Systems for a Nonrational World draws upon the areas
of sociology, corporate studies, and effective schools research to develop a
solid foundation for understanding how educational organizations operate in
a nonrational worid. Building on this foundation, we provide concrete exam-
ples of how this organizational theory translates into effective practices for

! Use of the term “nonrational” does not mean that organizations don't make sense. It means
that they don't follow the ideal, orderly logic that rational organizational theory assumes. Instead.,
they follow a complex logic that at times seems paradoxical or contradictory, but that is
nevertheless understandable and controllable. Chapters 3 and 4 expand on the meaning of this
concept.

viii
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creating productive and innovative organizations, for implementing news strat
cgies of planning and decision making to make use of this new organization,
and for developing the kind of leadership that assures the organizaiion will
produce a renewed sense of cthiciacy. While our primary focus is on district-
level organization, we also give substantial attention to applyving the model
the school level

Clearly. some schools can go italone. Our tirm conviction, however, s
that the power to make a sustained difference in schooling cann be hest
achieved through the framework developed in this book.

s 10
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Educating in an
Era of Change

INTRODUCTION

In this era of uncertainty. a few things are known for sure. Demands on
our schools and teachers have increased and changed in ways no one expected.

® Children are entering our schoothouse doors as a more diverse group
with more complex needs than ever before.

® Demands emanating from state and federal levels exert increasing
pressures or schools to change.

® Community expectations for schools have muliiplied over the last
several vears, and often these expectations conflict with the traditional mis-
sions of education, with state and federal demands, and/or with themselves.,

® Collective bargaining has had a major impact on ail aspects of
education.

® The schools find themselves in a constant state of fiscal uncertainty.

® Retirements, defections from the teaching ranks, and an increasing
student enrollment are leading to a national teacher shortage.

1 1]
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Consequently, the educators sense of efticacy, the power o make a
positive difterence in children’s lives. is shrinking in the face of these forces of
change.

This chaprer describes these forees at work. Since the foremost change
deats with the clients of education themselves, the chitdren. we explore these
forces in greater depth. Although we treat the renining forces somewhat
more brictlv, we will show the emerging complexity when these changes
interact with the changing clientele.

We ook first at who the students are The picture can be unsettling,

THE FORCES OF CHANGE
Demographic Changes

Children are entering our schools from more distressed circumstances
than anv time in history: This picture contradicts our rational view of America
as a country where virtually all children have enough food, clothing, shelter,
education, health care, and family support. Instead, we see an America where
demaographic changes in many areas, including family structure, income, age
structure, ethnic niakeup, and adolescent stress converge to describe a stu-
dent population very different from school children of the past.

More students from diverse backgrotnds. The United St - 0 experienc-
ing a marked shift in racial composition, particularly in tis  school-age
population. Currently, 25 percent of that population is from minority back-
grounds. However, in all but two of the 25 largest school systems, seven out of
ten students are minorities. In addition, our country is educating and socializ-
ing the greatest wave of immigrants since 1902, about 14 million people. Most
come from non-Western cultures and language gioups; while 15 percent are
iltiterate in their own language, others are so brilliant as to shake our
confidence in our own backgrounds.

More children from nontraditional families. The typical American family
of the 1950s—consisting of the father at work, the mother at home, and two
children at school—is the mythical family of the 1980s, representing less than
10 percent of all families. Increased divorce rates contribute to much of the
change in family structure. So do the remarriages of divorced people, creat-
ing instant new family arrangements, few of which are well understood and
most of which affect children. Given current trends, approximately half of the
children living in the United States today will spend some part of their life

¥ This section draws on a varieny of demographic sources. For a summary, see Feistritzer
(1985a) and Hodgkinson (1985).

[29)
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prior to age 18 living with one biological parant. The need for such a werm as
“biological parent” is itself an indicator of powerful change at work.

More poor children. In 1982, the ofticial Census Bureau measure of
poverty rose to the highest rate since 1963: 11 pereent for whites, 20 percent
tor Hispanics, and 34 percent for blacks. In parvicular, children are dispropor-
tionately poor. Since 1979, the number of children living below the poverty
tine has increased o the point that about 25 percent of all children under the
age of 18 are living in poverty—one out of two blick chitdren, two out of tive
Hispanics, and one out of seven whitwe chitdren.

More adolescent stress. Several different indicators point to the fact that
adolescents are experiencing more stress in their lives than ever before, The
abuse statistics show that in 1983, 1.5 million cases were reported, an increase
of 200.000 from 1982. Nationally. suicide is the second largest killer of
persons 15-24 vears of age.

Sexual activity among adolescents has increased by about two thirds in
the last ten years. According to a recent study, the United States leads virtually
all developed countries in rates of teenage sexual activity, births, and abor-
tions.

More children with bandicapping conditions. Since adoption of
PL. 94-142, we have mainstreamed over 600,000 students. With the exception
of profoundly handicapped children, these voung people now receive their
education in the least restrictive environment possible. Teachers fecl caught
between the praiseworthy intent of this legislation and the real dificulties of
implementing it, especially when they have no formal training in how to do it.

These demographic changes profoundly affect the educators sense of
efticacy: As more children come to our schools hungry, deprived in other
w s, and from poorly understood social and cultural conditions, teachers
find that they must attend to some very basic needs before quality learning
can occur. Without formal training in appropriate teaching wechniques and
minimal adaptations in curriculums, teachers report a growing sense of
inadequacy in reaching many of these students. For example, wachers con-
firm that academic learning time competes with time students need for
coping with more basic matters that have litde to do with schooling,

Even though these demographic changes have had the most telling
impact on changes occurring in our schools. educators are quick in pointing
to other significant forces at work.

Federal and State Demands

Spurred by the various national reports, federal and state legislatures
have ridden into the fray to save schools with the dual goals of raising

> 13
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standards and being reelected. Legislation has variously increased graduation
requirements, required minimum competency westing tor teachers and stu-
dents, detined what textbooks should contain, authorized longer school days
and vears, supported carly childhood education and birth control for wens,
and advocated merit pay and career fadders for wachers. Never has so vast
and specitic an educational agenda been set by noneducators (Rirst 198413

Consideration of the impact of such reforms by the legislators has
generatly been simplistic. Most of the reforms, and the reports they are bused
on. can be distilted into three themes: higher standards, common learer
curricutums, and fewer student options. According to Ravwid, Tesconi, wnd
Warren (1984). these themes are impoverished in at least six ways. The
reports and legislative actions:

1. provide little convincing evidence for their major claim that schools
are failing;

2, judge schools on only one of their many missicns—the academic
one:

3. provide no logic for the effects that might come from the proposals:

4. pay slight attention to the forces that link school suceess to class. race,
ethnicity, and gender:

5. isolate schools from their external policy environment. rmost notably
in not identifving funding for the reforms; and
». present litle atention to educational purpose: they demonstrate no
vision.

-~

Clearly wachers feel that they have been consulted about none of the
proposed reforms such as career ladders, merit pay. and competency testing,
even though much of it was done in the name of improving the profession.
But its impact is already being felt on their lives.

Growth in Community Expectations

There was a time when the purposes of schooling were virtually un-
chatlenged. But today, various constituencies within the community expect
the role of the school to be expanded in regard to their particular issue. At the
same time, other constituencies claim that the schools have taken on too
much. Schools are expected to wach English as a second language and
provide instruction on sex, health, computers. drugs, peace, nuclear issues,
and driving cars. Schools should do all this while building character, return-
ing to the basics. desegregating society. plus ensuring excellence and equity.

And. we should do it all for less money This view is held by many
citizens who, because they have no children in the schools, apparently fecl

' 14
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that they have no direct stake in the quatity of education. Americans over 65
outnumber today’s teenagers. They are a powerful interest group, voting more
than any age group while drawing support from atl vounger adults advocating
for their parents’ and their own retirements. Over =0 percent of our country’s
families have no children in school. It will ke very persuasive tactics to
convinee these people that education is a citizen responsibility, not just a
parental responsibility, in order that a healthy socien: be maintained.

The Constant Fiscal Crisis

Taxpavers have effectively revolted against the property tax in efforts tike
Propaosition 13 (California) and Proposition 2%: (Massachusetts), gutting pub-
lic education of its resources. Failed levies and bond referenda are routine,
Cost is usuathy the first consideration in any new proposal. Educators fran-
ticath- juggle the books and reallocate resources in order to meet the expand-
ing demands while trying to conduct reduction in force programs with as
titke disruption of service as possible. People sav close schools and save
money—until its their school, when they turn around and fight the proposed
cost savings. Revenue shortfalls, changes in land vatues, and industry requests
for tax give-backs so they can survive not only affect the schools, but do so
willv-nilly, in ways hard o foresee. A recent Gatlup Poll (Gallup 1985)
indicated a majority of the national sample (52 percent) would vote against
raising taxes for the schools, even if the tocal schools said there was a need.
Even parents with children in the public schools faited to turn out a majority,
with only 46 percent willing to vote for such an increase.

The Impact of Collective Bargaining

Another significant force affecting education has been the rise of collec-
tive bargaining. Johnson (1984, p. 5) has remarked, "Collective bargaining
has, various authors conclude, increased the formal authority of wachers and
restricted the formal authority of principals, centralized and standardized
school practices, redefined and reduced teachers” work obligation, and in-
creased teachers” job protection.” Even those who would moderate this claim
tind it difticult to deny that collective bargaining has, indeed, contributed to
the changing conditions in education. 1t has formatized in many ways the
refationships between and among school people, parents, and children,

Decline in Quality and Quantity of Teachers

Projections from the National Center for Education Statistics indicate we
will need to hire 1.65 million additional teachers in the next cight vears to
meet demand (Feistritzer 1983b, p. 8). According to Linda Darting-1fammond

5 -
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(1984), this situation is partly caused by disgruntled teachers leaving the
profession and compounded by the fact that teachers who are most dissatis-
fied with the profession are those with the best academic preparation.
Based on current data, teacher vacancies will be filled by college graduats
who score among the lowest on national tests and who have lower grade
point averages than their classmates entering more “lucrative” careers.

Many important questions are raised 4s teacher preparation institutions,
state certitication departments, unions, and local school districts struggle with
this projected shortage. Teacher preparation institutions, smirting from criti-
cism of their current programs, are looking to upgrade the quality without
discouraging prospective students. State departments would  like to mike
certification tougher. Unions would like to keep the supply side down so the
demand side, and the price of teachers, could go up. School districts know
thev will need a ot of new teachers soon, and would prefer that numbers and
quality would be up, but price down.

A DECLINING SENSE OF EFFICACY

Earlier we defined efficacy as the ability to make a positive difference in
students hves. Particularly in the face of the powerful forces we have just
outlined, it is not surprising that educators’ sense of efficacy is declining. As
Darling Hammond (1984) points out, even the altruistic reward of seeing
voung people grow has declined as the nature of teaching has changed.

A FOUNDATION FOR RESTORING EFFICACY:
PRODUCTIVE SCHOOL SYSTEMS FOR A
NONRATIONAL WORLD

One could conclude from our remarks that there is no hope. Nothing
could be further from the truth; there is light at the end of the tunnet and it is
not the headlight of an onrushing locomotive. Educators” sense of effective-
ness and importance can be restored.

First, however, a new foundation must be built for understanding our
organizations. This will vequire personal effort on the part of educators and
tav leaders in understanding a new way of thinking about the world of school
organizations. But, once that effort is undertaken, a foundation can be built
for effective action.

We believe this foundation, and the framework built on it, represents a
step forvard in the maturation of our knowledge about how educational
organizations work. Because the forces outlined in this chapter have created
much of the insability we all sense but have trouble articulating, we are

616




O

ERIC

Aruitoxt provided by Eic:

EDUCATING IN AN ERa OF CHANGE

compelled to step back and rethink how our world in general, and school
districts in particular, operate within a framework of rapid change,

Throughout this book, we will argue that these forces of change can be
understood and successfully managed: that a sense of efficacy is vet possible.
We educators can regain that sense, if we are willing to try a different way of
thinking about our world and our organizations.

Because this different way of thinking challenges current assumptions, it
may be difficult initially for some people to accept. But our approach will
have three main virtues for practitioners: first, it will “feel right” in its
descriptions of the world in which schools operate; second, it has been
demonstrated o work in the challenging world of private enterprise: and
third, it will provide specific directions and a unified method for understand-
ing and working in the existing world of school organizations. While our
major emphasis will be on the restoration of organizational efficacy, the
strategies presented for making organizations effective are designed ulti-
mately to empower those within the organization to make a positive dif-
ference with children,

ASSUMPTIONS: OLD AND NE:.V

The world is characterized by change, and schools are struggling to
respond. We suggest that the prevailing way of thinking about school organi-
zations comes from five entrenched assumptions about the world in which
educators work. Somehow these assumptions have escaped close examina-
tion, even in light of the changing conditions we have discussed. Throughout
this book we will consistently challenge these old, entrenched assumptions
and demonstrate that a new set of assumptions more accurately describes the
world in which we as educators work. For now, we offer a taste of what's to
come. Below we summarize the contrast between the old and the new along
five dimensions.

1. Organizational Goals

® Old Assumption: School systems are guided by a single set of
uniform goals,

® New Assumption: School systems are necessarily guided by multi-
ple and sometimes competing sets of goals.

2. Power

® Old Assumption: Power in school systems is (and should be) lo-
cated at the top.

® New Assumprion: Power in school systems is distributed through-
out the organization.

;1%
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3. Decision Making

® Old Assumption: Decision making in school systems is a togical
problem-solving process that arrives at the one best solution.

® \ew Assumption: Decision making in school systems in inevitably a
bargaining process to arrive at sotutions that satisfy @ number of
constituencies.

4. External Environment
® Old Assumption: The public is supportive of school systems and
influences them in predictable and marginal ways.
® New Assuumption: The public legitimately influences school systems
in major wavs that are sometimes unpredictable.

3. Teaching Process

® Old Assuomption: There is one best way to teach for maximum
educational effectiveness.

® New Assumption: There are a variety of situationally appropriate
wavs to teach that are optimally effective.

FROM ASSUMPTIONS TO PRACTICALITY

Where do all of these assumptions lead us? To begin with, lets see wwhere
the old assumptions have taken us. The traditional school organizational
assumptions outlined above underlie what is called the rarional model of
organizations. This rational model leads to a segmented organizational struc-
ture. According to Kanter (1983), segmentalism is concerned with compart-
mentalizing things and keeping them isolated from one another. Such an
organizational approach defines problems in a narrow perspective, indepen-
dent of their context within the larger organization. We concur with Kanter
that the segmented organizational structure founded on the old assuinptions
is inelastic and incapable of adapting to the changing realities facing contem-
porary organizations.

In contrast, the new assumptions lead to a new perspective we call the
nonraticnal model of organizations. This model, in turn, leads to an inte-
grated approach to organizational structure. As conceptualized by Kanter
(1983), integrated thinking moves beyond received wisdom to combine ideas
from multipie perspectives into meaningful wholes. Issues are seen in con-
text of the total organization. This nonrational model, with its integrated
organizational structure, is responsive to the changes we have described in
this chapter. And, as we will demonstrate in the chapters to come, adoption of
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this view teads immediately to three strategies that cin create those integrated
structures. These strategies are meanaging the organizational culture, strate-
gic plenming. and eniporcerment. Each is the subject of a chapter. Finatly, we
develop the coneept of leadership in the context of the nonrationat modet for
organizations, including the skills by which a leader implements the strat-
egies leading to integrated structures.

Throughout this book, we will build a strong case that the nonrational
model is our best bet for creating school systems that work most effectively: At
this pomnt, educators may raise two objections as we begin to build our case.
First. they mav object that we are discussing matters far removed from the
front lines of teaching and learning. Second. they may protest that our
borrowing from the private sector literature on organizations is inappropri-
ate. They witl point to a basic difference: ¢lucation has no firm and clear
“bottom line™ to measure success like the protit margin does in business and
industry: They will assert that this difference is fundamental, and tittle transter
benwveen the two worlds is possible,

We both agree and disagree with the first objection. In this book, we are
creating a framework for thinking about school organizations. We are not
talking about the quality of instruction in schools, as important as that is, but
about changing the behavior of organizations. It should be clear that organi-
zational behavior can affect the quatity of instruction. Neither are we talking
about improving curricular content, but we are tatking about ways to make
wise decisions about such content. Obviously, then, discussions about organi-
zational variables can be relevant to teaching and learning.

We reject the second onjection. We admit that we will not say much about
educational bottom tines other than some very general remarks. Rather, our
discussion focuses on organizational criteria that, when realized, can achieve
output criteria set by individual districts. These organizational criteria include
the ideas that a good organization is flexible, uses integrated structures,
monitors its organizationat culture, develops strategic planning techniques,
and empowers its people. However, each district will have to set its own
output criteria and gather appropriate data to assess the degree of successful
achievement,

We argue that the nonrational modet witl improve teaching and learning,
which, after all, is the bottom line of education. Within this mission, organiza-
tions will have a variety of shari-, medium-, and long-term goals that may
contlict internally as well as with those of other districts. Disagreements can
set in as educators get more specific. Leaders have some obligations to bring
order to goals that go astray in this world. But they must not do this in a
simpleminded way. We will argue that the nonrational approach provides the
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most effective way io bring creative and effective order o the complexities of
contlicting and competing goals.

Before developing this model, it is appropriate to discuss in more detail
the assumptions and concepts of the rational model that has shaped school
districts and given education much of its present character.

)
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The Prevailing Condition:
Educational Organizations
as Rational Systems

INTRODUCTION

For most of this century, the rationai model has been the dominant
framework for explaining and analyzing how organizations work. The study
of educational organizations shows no departure from this trend. Tradi-
tionally, the actions of educational policymakers have been based on the
assumption that educational organizations are rational systems (Callahan
1962). In general, “rational” implies reasonable, sensible, and having exer-
cised sound judgment. Applied to organizations, to behave rationally is to
behave logically, making clear connections between goals, organizational
structures, activities, and outcomes. Although many educators will argue that
this is the way school districts should function, the major intent of this chapter
is not to argue for the rational model as a basis for describing what ought to
be but rather to describe a deeply rooted conception of how school districts,
ds organizations, do function. It represents one view of reality as documented
by organizational theory and organizational practice. Specifically, in the next
section, we illustrate this image of reality through a brief hypothetical case
study of the Omega School District applying the rational model to a kev set of

11
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decisions. In the tinal section. we amplifv the meaning of rationaline by
examining the rational model along tive dimensions of educational organiza-
tions: (1) organizational goals. (2) power. (3) decision making. (4) external
environment. and (5) teaching process. Before diving into an analvsis of these
concepts. lets focus on a rational school district in action.

THE OMEGA SCHOOL DISTRICT STUDY

In September 1980, Omega Superintendent of Schools Barbara Howell
called the senior administrative team together for an important meeting. A
condensed version of the meeting is described below: Superintendent Howell
began the meeting by reviewing for new wam members the policymaking
process in Omega District.

For those of vou new to the team, it may be helpful o outline how policy is
determined in our district. Of course, ultimately policy decisions are made by the
hoard of education. Historically, though, the senior administrative team identities the
most important goals the district should address in the next three-year cycle. This s
accomplished through a very calculated process involving this teams perceptions of
the needs of the organization. To put it bluntly: if we are going to be held responsible
for leadership in this district. we should be in a position to determine the direction of
the district. Onee direction is set. it also becomes our responsibility to sce that the
goals are clearly transmitted to all levels of the district, culminating in a set of
instructional objectives that are taught in the classroom. Now 1 know that places a
heavy burden on alt of us in the room, but there is no way to duck it. We are ultimately
accountable to the public for what goes on in those classrooms.

Once we set our instructional goals, we have a carefully defined training process
for teachers in preparing them to implement goals. Next, we always evaluate our goals
by linking performance of students to the goals of the organization. This is the true test
of our efticiency in delivering on our promises.

Admittedly, sometimes we miss the mark because we aren't aware of informatinn
that would have affected our decision. When this happens, we reconvene this team
and. with the added or new information, make necessary adjusiments in policy and
goals. which get translated into revised practices in the classroom.

This is the approach to decision making we have always followed in this organiza-
tion. I believe it is the rational way to run an organization. And. so the literature tells
us. it is the hallmark of successful organizations.

With this bit of history for background, let me relate it 1o our present issue.

As vou well know; the topic of computers continues 1o be an important issuc.
Although very few school districts at this point have ventured into this areni in a
serious way, Fam convinced that Omega District needs o determine the most-efticient
use of computers in our district and proceed to develop a three-year implementation
plan. I have discussed this issue with cach of you independently, and 1 feel there is
unanimous support to go full speed ahead.

Therefore, | have asked Assistant Superintendent Leonard Hansen 1o form a task
force of the instructional coordinators, make a determination of the most efficient use
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of computers in Omega District, and report recommendations to this administrive
team within six months. At that time we will present a three-vear plan o the hoard.

In the meantime, it would not be efficient 1o purchase any more computers
without clear direction based on the districts goals for computers. Since we have a few
scattered computers in the district, I'm asking Dr. Hansen 1o please direct the princi-
pals affected 10 hold back on using their units uniil the district can come 1o grips with
a long-range plan.

Any questons?

After several clarifying questions were asked and answered, Assistant
Superintendent Hansen set about the task of briefing the committee of
instrurtional coordinators on the nature of the issue. then developing a plan
of action as described below.

Hansen'’s committee agreed that the first step was to review the literature
on computers and determine the available options for consideration by the
district. After three weeks of intensive study, a volunteer who researched the
literature reportec that computer use could be broken down into four major
categories:

® computer-assisted learning,

® computer-managed instruction,
® computer literacy, and

® administrative applications.

In deciding which of these uses to be given first priority in the Omega
School District, the computer committee felt the most logical approach would
be to apply a common set of criteria to each computer application. By asking
the same questions each time, the committee could compare the various uses
of computers and arrive at a solid recommendation to the senior administra-
tive team.

After much discussion, the committee agreed to apply the following
criteria to each possible use:

® What is the educational justification for this use?

¢ Where can this be used most efficiently?

® What are the costs associated with this use?

® s this use cost effective?

A lot of hard work vielded a determination of which computer applica-
tions were cost effective. Next, the commitiee needed to decide which com-
puter uses have the highest priority. They applied four steps. outlined below,
to arrive at their decision:

® Rank order the cost-effective applications according to need.

13
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e Calculate how much equipment is required to serve the students.

o Calcubute the estimated price associated with decisions in step two.

® Compare cost estimates to budget estimates and adjust where
NCCCSNITY.

After agonizing through this process. the committee concluded that
computer literacy should be the priority for the Omega School District. and
that a sccond-level use. computer-assisted tearning. should not be a district
goal until the first priority was achieved throughout the system.

The next step in the process was o develop a set of instructional
objectives and accompanving teaching methods to best achieve the organiza-
tion gos. of computer literacy. After reviewing many curricutum guides, the
committee settled on u computer titeracy package developed by the San
Amigo. California, Schoot District. This package contained instructional objec:
tives for cach grade level. K=120 as well as teaching strategies to reach those
objectives. Also included were test instruments correlated with the objectives
so that the district could easilv demonstrate its ability to achicve the organiza-
tionat goal of computer literacy:

Plan in hand. the computer committee presented its recommendations
right on schedule to the senior administrative team. Superintendent Howell
led the team through a structured workshop to review the committee recom-
mandations. After modifving some of the recommendations, the senior ad-
ministrative team voted unanimously to foreard the plan to the board of
education.

About seven months from the initial meeting with the team, Superinten-
dent Howell scheduled a meeting of the board of education. Howell began
the mecting:

Members of the board. 1 have called this meeting wonight to provide vou with a set
of recommendations in the area of computers. Before I get to the recommendations 1
want 10 review for vou the steps the administrative team took 1o arrive at our
recommendations.

Howel! proceeded to describe the very rational process used by the
senior administrative team and the instructional coordinator commiittee. She
talked about the need to set organizational goals, identify the most important
issues, gather all available information, consider all possible options within
reach of the committee, and arrive at what they considered to be the best
decision through professional judgment that maximized the attainment of
organizational goals.

Howell concluded that she felt the recommendations were sound pre-
ciselv because of the rational, problem-solving approach that had been fol-
lowed, and she urged approval by the board.

4 24
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After a brief discussion. the board unanimously approved the superin-
tendents recommendations, pending a public hearing on the topic.

The next week a hearing was conducted. and 30 community members
registered to speak. All but one speaker gave unqualified endorsement to the
plan and commended the superintendent for such a thorough process to
arrive at the recommendations. Theyv complimented the wealth of expertise in
the district and felt that the district should have the right to implement any
decision that was based on the best professional judgment of the organiza-
tion. The lone dissenter argued that computer-assisted learning was the wave
of the future and should be the number one priority of the district.

At the next board meeting. individual board members commented that
the community had responded in a manner that was predictable. reflecting a
rather stable pattern of community support over the last several vears. Then
the board formally voted to support a policy directing the Omega School
District to develop and implement a three-vear plan for teaching specitied
computer literacy objectives in all grades, and subsequently to measure the
effectiveness of this goal through tests designed to match the objectives.
Based on the evaluation results in three vears, the board would decide
whether o continue, modify. or drop the computer literacy goal.

Admittedly. the Omega School District study is fictitious. It is also
exaggerated to dramevize the raiional model in its purest sense, but nev-
ertheless it describes an ideal that many school districts persistently trv to
implement. Consistent with our definition of rationality; people in the Omega
istrict behaved in a logical fashion. designing a decision-making process that
maintained a direct relationship between goals, activities, and expected out-
comes. To the policymakers of the district, this logical course of action was the
correct course of action because it fit with their rational view of reality.

However, in order to have a more comprehensive understanding of the
rational model, we need to move bevond terms like logical and reasonable.
The next section draws on the Omega example as we examine in more detail
the meaning of rational syvstems.

RATIONAL SYSTEMS

As sociologists study organizations, they canve them up in various wavs to
look at the respective parts.! No nvpology has been acknowledged to be the
one best way to describe and understand organizations, but tive distinct

! For an overview of typologies of organizations, see W. R. Scort, Organizations: Rational,
Natveral and Open Systems (Englewood Cliffs. NJ: Prentice-Hall, 1981), chapter 2.
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categories are recurrent in the literatur=: (1) organizational goals, (2Y power.
(31 decision making, (4) external environment, and (3) technology (or, in
education. teaching process). We will apply this framework w0 our study of the
rational model.

Organizational Goals

Indelibly printed on the calling card of every rational organization is the
motto, “We are goal oriented.” To believe otherwise is to dis.vow the trade-
mark of the rational model. This goal orientation permeates both the values
and actions of school districts. Thev follow the logical process of setting goals,
designing the most efficient strategies to implement these goals, and evaluat-
ing whether the goals have been accomplished. Even district policies are
designed to improve the operation of the goal-oriented process: these pol-
icies tend to emphasize outcomes, accountability, and efficiency.

Since the organization’s goals set the tone and direction for how the
school district operates, they must be clearly stated and thoroughly under-
stood by members of the organization. In general, the rational syste.1i cannot
tolerate unclear and misunderstood organizational goals. Mud<’ied or con-
fused goals can lead to inefficient opcrating procedures and misdirected
resources. To do this flies in the face of the meaning of rationality: Superinten-
dent Howell of the Omega School District took a strong stand, arguing that
before the district committed rescurces and energy, clearly defined direction
for the use of computer technology was needed.

In rational systems, it is assumed that goals remain stable over time. This
characteristic is critical to the long-term efficiency of the organization. As
school districts invest scarce resources in efforts te achieve their goals, they
cannot afford to be changing their goals constantly and thus changing their
operating procedures. It becomes an expensive way to do business and hard
to justify in the eves of the taxpaver. Besides, stable goals create a sense of
confidence within the district and to the public that the district knows with
certainty what children will need well into the future.

To chart district direction, goals in a rational system are set by the leaders
of the district. Since senior school district administrators and the board of
education are ultimately held accountable for the success of the district,
logically they should have a heavy hand in determining its direction. Through
the investment of time and energy in arriving at goals, the leaders understandably
develop a strong commitment to assuring that these goals are implemented.

In fact, to assure that organizational goals are realized, leaders within
rational systems take the necessary steps to see that the goals are translaed
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into specific objectives within subunits of the organization. In the case of
instructional goals, the top-down transmission ideally results in lesson plans
that are correlated with the overall educational goals of the district.

Within the Omega School Disirict, the selection of computer literacy as a
goal set in motion a series of training sessions for teachers designed to help
them understand the districts definition of computer literacy and to train
them to implement the new curricubum. In this way, the senior administrative
team felt confident that the goal of computer literacy would be reached.

In summary, organizational goals within a rational system reflect a view
of reality that says: (1) organizations are goal oriented; (2) these goals are
clearly stated and understood by members of the organization; (3) once
stated, the goals remain stable over time; (4) to chart district direction, district
goals need to be determined by the leaders of the district; and (5) organiza-
tional goais gain strength by being translated into precise objectives within
the districts subunits, taking tinal root in the lesson plans of classroomr
reachers.

Power

“Power” is a loaded term. Depending on the audience, it can connote
negative, as well as positive, messages. The word also has multiple nuances
such as reward power, expert power, coercive power, and legitimate power
(Kanter 1977). In studies of power, these fine gradations may be important.
For our purposes. a2 more general definition serves equally well. Within the
context of this discussicn, power is the ability to mobilize energy within an
organization to achieve identified goals. In short, it is the ability to “do,” and
thus it means having access to whatever is needed for the doing (Kauter
1977).

In rational systems, the formal organizational structure is the basis for
power. The organizational chart provides clear evidence of the power rela-
tionships among those having various positions in the system. Organizati.nal
members understand that to have influence in the svstem, they need to follow
tha bureaucratic chain of command. To violate this procedure is to violate one
of the deeply rooted norms of rational systems.

Also, in rational systems, power comes in fixed quantities; there is a limit
on the total “units” of empowerment available to the organization. For one
person to gain power, someone else has to give up a comparable amount.
This sort of scarce, finite resource becomes viewed as a precious commodity.
Those holding the most power units hold the bulk of control over the
organization’s energy and direction.

12/
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Most power structures in rational organizations have the familiar pyra-
midal look. The real power to make things happen draws heavily from the wop
of the pyramid. The board of education end the superintendent wield the
most intluence. They have the vested achority to meke the most important
decisions. That is, they are empowered to set and carry out the organizition’s
goals. Since power units are scarce and finite, power hegets power. Admin-
istrators who are already acknowledged to have power through the organiza-
tional design can be more influential in getting people to do their bidding. By
being able to mobilize resources due to their position in the organization,
they reinforce the fact within the organization that the op segment of the
pyramid has the most units of power to get things done.

In order that organizational goals mav be carried oug effectively, the
rational model demands tightly coupled connections in the organizational
structure. For example, if the superintendent expects the district goal of
computer literacy to be realized, he or she needs to know with confidence
that these expectations are clearly conveyed to the principals, who, in turn,
clearly and precisely translate these expectations to the classroom teachers.
Without such tight coupling in place among the many levels of the district,
centralized power loses its grip on assuring the efficient implementation of
organizational goals, particularly at the classroom level.

In rational systems, success is achieving organizational goals. As people
within the organization demonstrate their ability to deliver results, the power
brokers empower those rising stars through promotion to demonstrate fur-
ther their ability to create success. Of course, accompanving added power
through promotion is added accountability. Within the rational model,
accountability is defined as the responsibility for demons:rating that out-
comes have been met and that they fulfill the expectations designated by the
organizational hierarchy. So a spiral effect is set in motion. With demonstrated
success, individuals are promoted; promotion carries with it more account-
ability, which is associated with more leverage to mobilize resources. Since
the mobilization of resources to get things done is the crux of power, moving
up the organizational structure supplies greater doses of power to achicve
organizational goals.

For example, the senior administrative weam of the Omega School Dis-
trict was the recognized power bloc. They determined organizational goals.
They controlled the available resources to see that the district’s goals were
achieved. With their collective wealth within the districts scarce supply of
power, they even sought to govern how teachers should approach teaching
the computer literacy curriculum. By empowering those at the top of the
organizational structure, the district assumed that important decisions
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throughout the organizition were carefully correlated with the ofticial goals
of the organization.

Decision Making

Like the other dimensions within the rational model, the decision-
making process follows an efticient, orderly pattern. Since the organization is
goal oriented, decisions can't be made in the ahsence of goals to provide
direction. The goals are determined through a logical, problem-solving pro-
cess. In addition, as mentioned earlier, organizational goals are clearly stated,
understood by the members of the organization, and remain stable over time.
Not surprisingly; the leaders in rational systems rely heavily on the organiza-
tional goals to guide organizational decision making.

Decision making in rational s\stems focuses attention on those issues
considered most important to the overa!, long-term operation of the district.
An efficiently operating school district can't justifv the expenditure of re-
sources on inconsequential issues, while major issues scream for action. The
rational model not only assumes, but goes to great lengths to verify that a
rational process is in place to determine which issues are the most signiticant
t0 the goals and efficient functioning of the school district.

Once an issue has been identitied, the district mobilizes rescurces to
gather all the available information on the topic. Lack of information could
result in making a poor decision, and the rational svstem has lirtle tolerance
for sloppy work. With information in hand, the decision makers consider all
possible options, weighing carefully the relative merits of each option as it
relates to organizational goals.

After all the data are in and analyzed in a very systematic way, the decision
makers arrive at a one best solution, which maximizes the desirable out-
comes for the organization. Realizing that many competing forces try to
influence these decisions, those charged with making the difficult decisions
remain faithful to the process of assuring that the final solution is in the long-
term best interest of the distriet,

Omega School District followed this decision-making process as it grap-
pled with the tough issue of computer use in the district. Superintendent
Howell initiated this rational process by declaring that a goal of the district
should b the most efficient possible use of computers in the Omega School
District. She then outlined an approach that consisted of forming a sk force,
studying all sides of the issue, and reporting recommendations within a
specitied time period. Consistent with the rational model, the appointed task
force conducted an exhaustive review of the four major uses of computers in
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school districts. applyving a common set of eriteria to each application. Finaliy,
the task force presented the recommendation that they thought was in the
long-term best interest of the district. This rerommendation was systemat-
ically reviewed by the power structure and presented to the board of educa-
tion for formal approval.

Having used a rational approach to decision making, the Omega District
ok great pride in the outcome of its systematic efforts.

External Environment

To educators, the external environment means the world outside the
school district. It contains all of the various forces residing outside the
organizational boundaries of the school system that seek to exert influence
on the operation of the school. School PTO groups, community agencies, and
special interest groups are examples of the external environment.

The rational model ireats the external environment exactly as the label
savs: external. There is not a substantial mixing of the internal with the
external. More precisely, the external environment interacts with the district
onlv at the periphery of the organization’s territory: It does not intrude during
the internal decision making of the district, waiting, instead to respond after
decisions are made internallv.

The rational model also assumes that the external environment acts in a
stable and certain fashion. As the district considers the various options in a
given issue, the communitys views and responses can be anticipated. The
stability and certainty of the external world contribute to stability within the
rational organization.

Another stabilizing feature of the external world is its acknowledgment
of the expertise of the school districi to make its own decisions. Because
school district officials are the ones professionally trained and selected to
deal with school issues, those outside the organization sce no need to
interject their own expert advice. Official power t0 make organizational
decisions is vested in school ofticials, and the external environment respects
the professional skills of the district staft

Within the rational view of organizations, the peaceful coevistence be-
wween the school district and the external environment can be attributed
largelv to the school district’s ability to understand accurately the world
bevond the organization. Being able to make sense out of the external
environment minimizes the energy spent on worrving about what these
outside forces might think, sav, or do to upset the direction of the school
district.

Qo
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The external environment in the Omega School District example be-
haved in just such a rational wav. It did not interfere with the internal decision
making of the distric. ~egarding computers. When the community did react.
the response was predictably in support of the districts recommendations,
acknowledging the thorough and professional approach the district took in its
deliberations. In short, the Omega Disirict conducted business as usual.
Although the district stole an occasional glance at the posture of the commu-
nitv. it felt confident that the rational process would prevail, resulting in
communiiy support of district recommendations,

Teaching Process

If the instructional goals of the rational organization are 10 find their way
to the district’s classrooms, the goals must be supported by a clearly concep-
tualized framework containing the best of what research has to say about
good teaching. The rational model demands clarity of goals and efficiency in
the delivery of goals. Therefore. the rational school district insists on a
conceptual framework that most efficiently guides instructional practice.

Similarly. once the conceptual framework has been carefully described,
the rational school district insists on explicitly defined steps to achieve
specitied outcomes. Applving this assumption to the classroom level, after
instructional objectives have been identified, the most efficient means for
achieving these objectives need to be described with care. This standard set of
best practices should be followed by all teachers charged with teaching the
specified objectives. To do otherwise would lead to inefficiency and, there-
fere. reduced effectiveness.

Finally, the rational school district points with pride to the fact that
policymaking in the district directly affects teaching, which directly affects
learning. After all, virtualiy every instructiona! policy established by the board
and the administration is designed to result in improved learning by students,
To achieve this goal of improved learning, the teaching process within the
rational model is assumed to be affected by the policies set forth by the
district,

Omega School District is wstimony to this natral link arong policy,
teaching, and learning. When the senior administrative teain selected a com-
puter curriculum to be implemented, the next step was 1o specify teaching
strategas that best achieved the goals of computer literacy. Eventually teachers
throughout the district will be evaluated on the efficiency with which they
deliver the curriculum by the performance of their students on tests reflect-
ing the instructional objectives. .If a formal evaluation reveals that the current
program is not efficiently achieving its goals, the board may choose o modify
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policy, which could likely change the teaching strategies and correspondingly
improve student learning.

CONCLUSION

Admittedly, the organizational model portrayed in this chapter is charac-
terized by rationality in its purest form. But even in a less extreme version, the
rational model we have described has met with serious challenges of its
ability to explain reality. Clearly, in the past, educational policymakers have
acted as if the world was rational. But now the assumptions of rationality are
under attack. Emerging from the rapid fire atack on rational systems is a
growing consensus that, in general, the world in which schools exist is not
rational and school district organizations, in particular, cant be described
using the rationa! model. In Chapter 3, we apply the same dimensions used in
this chapter to take a closer look at an emerging view of reality: nonrational
educational systems.
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An Emerging View of Reality:
Nonrational Educational
Systems

INTRODUCTION

In Chapter 2 we argued that rationzl behavior is logical behavior with
clear conncections between goals. organizational structures, activities, and
outcomes. What, then. is nonrational? In the most succinct sense. nonrational
implies something other than rutional, just as intaition and raith represent
alternatives to rationaline: In other words, nonrational doesnt necessarily
mean irrational. Related to organizational life. nonrational behavior usuatly
manifests a4 weak retationship among goals, structures. activities, and out-
conicr. Describing educational organizations as nonrational svstems offers a
competing view of realitv. Titis perspective gains clariny as we examine
another hvpotheticat study. This time we obsene how the Dela School
District employs a nonrational modet in deaking with computer-related decisions.

THE DELTA SCHOOL DISTRICT STUDY

In November 1983, Superintendent Howard Bale catted the senior ad-
ministrative team together for an important meeting, A condensed version of
the mecting is described below:
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Superintendent Bule begin the meeting by itsking Assistint Superinten-
dent Donna Grange to review current policy regarding computer ipplications
in schoals.

Gange knew in advance the purpose of the mecting, and she had come
well prepared. Still she appeared uneasy as she tried to reconstruct policy for
the team.

Well, as vou know, we don't have a clearly defined policv for using computers in
schools. Our Coordinator for Computer Technology. Maria Sanchez, works like crazy
1o stav on top of things. But the Reld keeps changing so fast, we find ourselves making
a lot of mid-course corrections.

Anvwiay, about three vears ago several schools began to purchase some Com-
modore Vic 20s out of their school account... In addition, school PTOs, scrambling 1o
protect their children from being computer illiterate, bought a variery of computer
brands, largely determined by the advice of well-intentioned parents within the school
community,

Anticipating the potential of multiple, competing goals for compuier use, we
begaa immediately 1o form a representative group of staff, principals, and parents
from across the district to set some districtwide direction. For starters, we tried to
discuss the pros and cens of the major uses of computers in schools:

® computer-assisted learning,

¢ computer-managed instruction,
® computer literacy, and

¢ administrative applications.

The discussion quickly turned into disagreements, with schools understandabiy
defending their own decisions. Some schools had already trained key teachers to work
with kids in the area of computer programming. Other schools, having purchased
computers with ample memory, had already sent teachers to workshops so they could
launch a computer-assisted learning curriculum in mathematics and language arts.
Still other schools had done nothing svstematically with the machines because staff
members weren't ready to do anvthing. Despite the differences, each school felt
justified in the way computers were being used.

We're at a point now, however, where we need a district goal regardiag comput-
ers. Federal money has become available to purchase 110 copwuters within the next
eight months. People are understandably confused about the direction this district is
heading in comput2rs. Buying over a hundred new computers without district policy
to guide our decision spells more ambiguity and confusion.

Superintendent Bale observed the group’s uneasiness as silence
blanketed the room. The team members fidgeted with whatever was at hand,
waiting for someone 1o hreak the silence. Finally, the superintendent smiled
wryly and said:

This isn't the first time we have been in a situation of arriving at goals partly to
explain activities already under way. Remember the time we asked the board to

approve career education as a goal because we had just been notitied of receiving 2
large grant that we had applied for as a lark. And what about the time the board
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surprised us with @ 4-3 voue to implemene full-day Kindergarien in the district simply
because the stae depariment was willing 1 fund the program and our additional
revenue would be more than double the added costs we would incur I'm sure vou can
think of other examples that deparied from the wraditional, rational model of decision
making.

Anyway, returning to the topic of computers, what are our options?

Assistant Superintendent Grange spoke up:

Realistically. our options are limited. Even though we probably should engage in
asysiematic process to determine the highest prioritv application for computers, we're
wo far down on the road to tern back. About 76 percent of our schools are emphasiz-
ing coraputer literacy while the rest who are using computers have concentraed on
computer-assisted learning. To capitalize on the energy already expended. 1 feel we
should give schools the latitude 1o pursue either or both of these goals.

Superintendent Bale agreed with this conclusion and he added:

Our district philosophy for some time has been 1o empower the schools with the
ahility 10 mobilize resources in order 10 achieve the goals thev considered most
important. In this situation, attention 10 computers is not going to disappear as quickly
as some other innovations: open education. for example. What we need 1o do is gain
board support for the twin goals of computer literacy and computer-assisied learning,
then provide the necessary information, support, and resources to assist the schools in
achieving these goals.

Subsequently, Bale asked Grange to reconvene the commiittee, develop a
rationale for the two goals, and present these recommendations to the board
within two weeks,

Because of prolonged discussions over the upcoming budget, the board
postponed the agenda item on computers for five weeks. A decision had to be
submitted before that time io the federal gevernment regarding how the
district would be using the 110 newly purchased computers. So the district
assumed hat it would be safe to declare beth goals, computer literacy and
computer-assisted learning, as part of district policy:

In the meantime, the board had been besieged by individuals and
compuer user groups lobbying for computer literacy to be the only goal of
the district, at least for the present.

When it came to decision time, the board meeting room was packed.
Seven separate computer user groups from the community turned out en
masse to argue vehemently for literacy as the goal. Similar support was also
evident from the university contingent. Assuming a much more low key
profile, renreseriatives from several PTO groups politely asked the board to
consider computer-assisted learning as a district goal.

Debate, emotional appeal, and some displays of temper from community
and board members filled the crowded room that evening. In the end, the

25 35




O

ERIC

Aruitoxt provided by Eic:

PRODUCTIVE SCHOOD SYSTEAMS FOR A NOARVHONA WORLD

board voted +-3 against Sup:ritendent Bales recommendations. Instead they
approved tee single goal o compuier literacy. even as one board member
accused feltow members of “caving in” under pressure from the special
interest factions. The next morning the superintendent convened the senior
administrative cabine once again.

Now that the decision has been made, we have an obligiation to assist our weiichers
o implement the computer jueracy goal. What sort of staff deve pment activities
should we consider?

Grange reminded the team that schools had ditterent models of comput-
ers, requiring difterent tvpes of training for teachers. She added:

Plus the literature en effeaive strnegies suggests multiple ways to achieve the
same goals. Theretore, | suggess we stav true to our school-based modei and empower
schools 1o determine the sttt development needs most »ppropriate for their weachers.
Wee will provide assistance as necessary vy help them reach their goals.

The team accepted this recommendation, and the superintendent spent
the balance of the meeting working with the team to develop an action plan
for implementation.

A week later the tocal newspaper conducted a reader poll to assess th2
community’s long-range expectations for computer technoiogy. Sevenn-three
percent of the respondents answered “ves™ to the question: "o vou think the
need for computer programming skitls wilt be obsolete in five vears?” Eighn-
two pereent sz2id “ves” to the guestion: Do vou feel that using computers as a
tearning tool in avariety of subject areas wili be the most important skill tive
vears from now?”

Faced with this new information, the board felt an obligation to recon-
sider its initial position on computer goals. A month later well after the staff
training program for compuier literacy had been Ewunched. board members
stith had not voted on the motion to reconsider thear original decision, Other,
more urgent matters such as approving the annual budget laid claim to their
atention.

NONRATIONAL SYSTEMS

Like the Omega School District example, the Delta District scenario does
aot depict an actual district in action. However, it symbolically represents
untotd instances of educational organizations functioning in a nonrational
werld. Although the characters and script are different from the Delta di-
lemnia, school districts throughout the country will tikely identifv wirh the
nonrational view of real life in the organization. Again, a caveat is in order:
nonrational does not mean nonsensible, The events and decisions we have
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just described do make sense and are understndable. However, to under-
stand and muke sense of Dela’s experience, a coneeption of school districts as
nonrational systens is more itluminating and more helptul than a rational
conception.

The central difference benween the two models lies in their interpreta-
tion of reality: Proponents of the rational model believe that a change in
procedures will lead to improvement in educational practice In short, the
rational model begins with an “if-then” philosophy: If A happens. then B will
togically follow: When reality fails to validate this “ifthen” perspective (i.c.,
when B doesn’t happen). the argument shifts to an “ifonl™ position. If only
schools will tighten up rules and regalations, improved discipline will follow:
If only teachers are given clear directives, then improved waching will follow
Advocates for the nonrational model claim that the “if-then and if-onl™ model
is wishful thinking: organizations do not always behave in a logical, predict-
able manner. Acknowledging this reaiity, the nonrational model attempts to
turn it to the advantage of those in the system. Rather than spending organiza-
tional energy rying to confcem to wishful thinking, the nonrational model
allows us to invest our energy into devising solutions that will work, given
reality.

To iltustrate the nonrational model in more detail, we refer 1o the Dela
School District study as we apply the same five criteria used in the rational
model for examining organizations.

Organizational Goals

Like the rational model, the nonrational model endorses the concept of
organizational goals, but assigns a different meaning and importance to the
constructicn of these goals. Both views of reality would argue that school
districts do have a central mission: to improve learning and the quality of life
in schools. When it comes 1o translating this mission statement into organiza-
tional goals, the nonrational and rational school . of thought part company.

For instance, the board of education mav have a long list of district goals
as part of board policy. Individual schools could have their own list, and
certain parent organizations may produce still another list they want the
school or district to address. The key, within the nonrationat model, is to use
organizational energy optimally in serving a variety of legitimate goals across
different lists—-as long as the district adheres to the overatl mission of the
organization.

Not only does the real world offer up muhiple lists of organizational
goals to be reckoned with, it couches these goals in ambiguous terms. As
iltustrated through the Dela School District example, the organization spends
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almost as much time detining and redetining as it does in actually implement-
ing the goals. In many instances. goals are developed after the fact in an cffort
to make sense out of previous actions or to justify a particular course of
action. According to the nonrational view, this behavior is understandable as
the organization seeks meaning and clarity in a system disposed toward
ambiguity.

These packages of multiple, ambiguous goals don't originate from a
single source. Competing forces, in and out of the svstem, struggle to foist
their agenda. their goals, upon the organization. Generally, these interest
groups initiallv attempt to work within the district power structure to win
their case. If unsuccessful through the traditional decision-making structure,
thev turn to other sources of policymaking. When the school district seems
unwilling to teach basic skills, for example, the aggrieved group turns to the
state legislature for mandated proficiency testing. Or. when the school district
fails to adopt the goal of desegregation, the federal courts step in. The result is
a laundry list of competing and sometimes conflicting organizational goals
(Wise 1983).

Inevitably, organizational decision makers attempt to mediate these con-
flicting perspectives, but the system typically attends 1o selected goals at the
expense of others. However, the nonrational model maintains that contlicting
goals can be met. For instance, they don't have to be pursued simultaneously:
Conflicting goals can be addressed in sequence, even though this approach
won't satisfv all constituencies. As an illustration, a district may decide to focus
on computer literacy next vear, postponing implementation of a talented and
gifted program until the new computer plan is in place. Also competing goals
can be addressed by various units in the organization—the personnel depart-
ment and the curriculum depariment could likely identify different areas
needing attention. Rarely do we find occasions where school district goils are
pursued in unison by all departments and schools in the organization.
Instead. the school district moves along multiple fronts in its pursuit of
organizational goals.

Just when the organization mobilizes resources to achieve selected
goals, the goals may change. Over 20 vears ago. Corwin (1965) challenged
existing theory by asserting that organizarional goals are in a constant state of
flux as the school district resists, bargains, and adiusts to competing pres-
sures. both within and outside of the organization. Whereas the rational
model explains away these disturbances in the system or classifies them as
evidence of poor management, the nonrational model acknowledges that this
is the wav the real world operates.
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Finally, organizational goals often bear little resemblance to what hap-
pens in the classroom. Wise (1983) offers one explanation for this weak
relationship:

The policvmaking system shares few variables in common with the operating
system. Indeed. the different actors in the educarion scene hold different ideologies
and believe in different theories of education. Policvmakers create policies which are
consistent with the rational model and which would work if the rational model were a
good representation of school reality. Practicing educators do not believe in the
rational model and do not share its assumptions. The policies do not work because
the rational model is incorrect (p. 108),

Lorties research (1975) corroborates Wise’s position. Lortie concluded
that the formal goals of the school system have little impact on the actions of
teachers. Specifically, he found that fewer than one third of the teachers he
interviewed emphasized group achievement results (a district goal) as an
indicator of successful teaching. This does not mean that organizational policy
cannot influence teaching practice. It simply means that such influence isn't
readily apparent or easily accomplished in the real world of schoul systems.

In the pretend world of Delta School District, Assistant Superintendent
Grange began an important meeting by acknowledging that the district did
not have a clearly defined policy for using computers in schools. She also
forecast that multiple, competing computer goals loomed on the horizon, but
the district failed in its awempts to head off a showdown. In the face of
conflict, the superintendent of schools tried to strike a compromise solution
by recommending dual goals: computer literacy and computer-assisted learn-
ing. Not surprisingly, however, various participants in and out of the district
lobbied strongly for their favorite goal. The school board acceded 1o the
pressures of the strongest interest groups by adopting computer literacy as
the single goal. Then, just when the organization geared up to train teachers
in the area of computer literacy, the board began to waftle on its decision.
They voted to reconsider the possibility of computer-assisted learning as a
district goal.

The experiences gained in the hypothetical world of the Delta District
send important messages to the real world of school districts. Nonrational
reality can't be contended with in strictly logical ways. A new paradigm is
needed to handle effectively the multiple, competing, ambiguous, and chang-
ing goals of organizational life.

Power
As stated in Chapter 2, power is the ability to mobilize energy in a school

district to achieve the mission of improved learning and the quality of life in
schools. In nonrational systems, the basis for power rests with the acquisition

» 39




O

ERIC

Aruitoxt provided by Eic:

PRODUCTIVE SCHOOL SYSTEMS FOR A NONRATIONAL WORLD

of three commodities: information (e.g.. datt. wechnical knowledge. exper-
nse), resources (e.g. money, human services. material goods. space. time),
and support (e.g.. endorsement, backing. legitimiey). Attdinment of these
powerful commodities does not come automatically with the ascriped author-
itv of a position. Anvone within the nenrational organization has the potential
to get and use these sources of empowerment.

As more people are empowered, the organization grows and develops in
its poteney to achieve its mission. Therefore. in the nonrational view of reality.
power units are not a Axed quantity: the number of people with a supply of
power units can expand indefinitely. limited only by the amount of energy the
svstem can safelv absorb at any time, without overloading the circuits. The
organization benetits from this open-ended interpretation of empowerment.
as more peonle can contribute to the mission of the district.

Does it matter who is empowered? Yes, because the ultimate reason for
mobilizing energy in the first place is to affect childrens learning. De-
centralization of decision-making power places the clout to make things
happen as close to the action as possible. Numerous research studies con-
verge on th theme that access to information, resources. and support by
those ultimately responsible for using a specitic innovation is critical to
successful implementation (e.g., Berman and McLaughlin 1978 and Fullan and
Pomfret 1977). Since implementation of programs happens most often at the
school and classroom level, the nonrational model points to this level in the
organization as the locus for real empowerment to be optimally effective.

Another argument for decentralized empowerment stems from the be-
lief that school districts are loosely coupled svstems (Weick 1976). Put suc-
cinctly, looseness is described in relation to the likelihood that a change in A
will rapidlv produce a change in B. In a loosely coupled school district
hierarchy, levels are relatively independent of cach other. Each routinelv
makes decisions affecting operations within its own level with a minimal
amount of control from the levels above. Actually, in addition to directives
from the top not always being carried out precisely as ordered, often informa-
tion from below isnt conveved back up the hierarchy (Rubin 1983) For
instance, teacher dissatisfaction with district policy mandating a particular
teaching model may never reach the policymakers. Instead, wachers likely
will adapt, even distort, the model to fit their needs. The nonrational model
concludes that the reality of loose coupling reinforces the need to view
decentralized empowerment as the most effective way to make a difference in
classrooms.

Success in nonrational svstems is measured by the ability to mobilize
energy to get things done in an effective way. The watchword is not so much
product as process. If an individual develops and implements a new program
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Or Organizes an innovative process for achieve - an organizationat goal, he or
she gets recognized through added empoweriment opportunities. Access to
the busic empowerment commadities is not contined to the ascribed power
positions, An organizational member’s abilin to draw on the counsel of senior
administrators. build on the recognition of peer acceptance. and maintain
alliances with subordinates creates an ascendeney evele. By mobilizing re-
sources, an employee can make things happen. which strengthens credibility,
which altows for more empowerment opportunities. which paves the way for
maore things getting done.

Superintendent Bale of the Drelta School District recounted to the senior
administrative team that the tong-standing district philosophy was to em-
power the schools with the ability to mobilize energy to achieve their goals.
This happens, ie siid, by providing the necessary infornzation, support, and
resources o assist the schools, When the board seeniingly made a decision
regarding district direction, the senior administrative staff supported multiple
paths to achicving the goal, granting school personnet the latitude o deter-
minc how best o meet their students’ needs. This Lititude runs the risk that
some schools will demonstrably not be as successful as others. The risk can
he minimized through a carcfully designed monitoring process governing
major school decisions. The success stories will be highly visible, adding to
the schools credibility and putting them in advantageous positions for future
opportunitics to demonstrate their empowerment prowess.

Decision Making

Decisions assume center stage in amy model of organizations. Particu-
farly. policy formubxion attracts attention because major poficies commit the
organization to debne (or redetine) goals, establish strategics, and in general
determine the tong-range destiny of the organization (Galdridge and Deal
1983). Decisions are aiso the arena through which individuals and groups
increase the probabiliv of achieving their objectives. But iinal decisions don't
tetl the whote story

The decision-making process in the nonrational model bears close
scruting: Since logic doesn’t always prevail in the nonrational wogld, the
decnion-making process, at times, may not produce decisions in the best
interest of the organization. As described carlier in this section, the goals of
an organization often are shaped by competing forces operating in restless
cocexisence untit conflict tooks likely Then power struggles, bargaining, and
compromise produce goals that don't contorm neatly to the long-term destiny
of the organizasion,

At uindesstanding of goat formulation is important here because the deci-
sion-making process imvariably gets linked to the goals of the organization,
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In the nonrational model, decisions to be made don't coincide with the
most important issues facing the organization. Instead, a problem gets Hagged
as needing a decision according to the myriad forces making the most claims
on the organizations attention. Sometimes the squeaky wh=el does get the
grease. Other times an issue gets starred for attention because it offers a path
of least resistance. On occasion, the problem receiving artention actually is
the most important issue facing the school district at the time. But the safest
prediction is that the most important problem gets defined as the most
pressing one.

The decision-making process in the nonrational model doesn’t conform
to the neat, linear format inherent in the rational world. A wide variety of
factors comes into play as final decisions are sought. Just as forces competing
for organizational energy help shape issues receiving attention, individuals
face competing claims for their own time. Most participants in the decision-
making process juggle too many balls in the air at any given moment. Along
with the various professional responsibilities jockeving for position, personal
demands cat away at the physical and psychic energy on the job. In effect, full-
time emplovees of the organization turn out to be part-time participants in
any given decision-making process.

Most of the time, decision-making participants outside the organizational
structure also perform this role on a part-time basis. They have more leeway,
however, to move in and out of the decision-making process without feeling
accountable for their spotty participation. In sharp contrast, at times the
dogged persisten.ce of outsiders dominates the decision-making process be-
cause they can devote full time, even overtime, to an issue about which they
feel strongly. They learn quickly the meaning of the slogan, “Persistence pavs
off " Suppose, for example, a school community strongly contends that the
children in grades one and two should ride a school bus because the parents
consider the walking route to be too hazardous for that age group. Even
though the school board has mixed emotions about the danger of walking to
and from this particular school, after six successive appearan< s by parents at
school board meetings plus a letter-writing campaign, topped off by a news-
paper editorial supporting the parents” position, the school board decides
that it's not worth $3,000 to continue the ongoing arguments. They vote to
approve the $3,000 bus run. Persistence paid off.

The time frame for action playvs an important role in how decisions get
made. According to the nonrational model, the longer a choice remains
unresolved, the greater the potential range of issues that are detined as
relevant (March and Olsen 1976). Also, the longer it takes to reach a decision,
the greater the potential number of participants who are activated. Therefore,
if the ¢~~ision-making process drags on, more issues tend to be dredged
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from the depths. and more participants get dragged into the process, com-
plicating the decision-making process far bevond initial intentions.

Another source of pressure interrupting the smooth low of decision
making emanates from the external environment. As discussed more fully ir
the next section, external pressures insert stimuli into the process, causing
the organization not only to respond but to accommodate these stimuli in
order to get on with the decision-making process.

By the time all the political, economice. and social forces come into play,
the organization frequently is left with a limited number of options for
serious consideration. Unlike the rational model with its full house of options
open and available to the decision makers, nonrational reality paints a smaller
picture. with fewer choices to make and occasionallv with the best choices
alreadv removed from the picture.

When decision time arrives, its advent is greeted with mixed emotions.
Veterans of decision making in nonrational systems caim the final decision
often emerges from a rush of last-minute negotiations. compromises, and
concessions. Operating from a limited number of options brought forward
for final deliberations. then having to bargain on these reduced choices,
decision makers often aren’t overly exuberant over the tinal outcome. Even
though they strive to achieve the best possible outcome for the organization,
they end up at times with decisions whose consequences don't have a strong
correlation to initial intent. For example, major issues such as school closings,
desegregation, school boundary changes, and large budget cuts don't alwavs
produce outcomes that are directly related to the intended purpose of serving
kids beuer.

Delta School District chose to skip the formal decision-making process
of considering all of the possible options for using computers and selecting
the best approach for the district, They knew. realistically, that because of past
practice and current expenditure restrictions the options were limited to
computer literacy and computer-assisted learning. When they tried to con-
vene a broad-based committee to study the issue, competing forces aborted
the intended svstematic approach, so the district chose a more political tack.
They presented the board with only two options for consideration. both of
which enjoved a base of political support,

The board delaved a decision on the subject because of more pressing
business. When board members finally got around to considering the issue,
numerous political factors shaped their decision, with the final verdict deter-
mined more by politics than goals. But the final decision was not tinal. Board
members found themselves pressure to reopen the decision-making process.
At last report, the time frame for finai action still was not resolved.
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External Environment

The nonrational model devotes a great deat of space 1o explaining the
signiticance of the ex rnal environment in the internat affairs of the organiza-
tion. The rational view of realiy behaves as a closed system, not inviting the
external world to participate until the closed loop of decision making is
completed. Nonrational reality admits this would be nice, but in practice the
choice is not usually an option for the organization to consider. The external
eavironment maintains a high level of involvement in school district business.
This involvement can be justified on a variety of grounds. But justification
aside, in the nonrational model a highly charged environment wiil almost
always be there. Sometimes, it mav appear that the collective battery s
running low. But, just when the organization starts taking the outside world
for granted, sparks start flving, and “activated” becomes an understatement
for describing the environment’s relationship to the school district.

If the organization could predict the outside actors with some regularity,
then planning could take into account their behavior. But the world outside
the school district is filled with an assortment of full-time and part-time
participants, each surfacing as the issues affect them directly then going
underground temporarily, only to resurface when the occasion calls for it

Because of this fluidity of participation, the external environment be-
haves in an unstable and often uncertain manner. Sustained leadership from
the community is not likely because most participants from the outside are
part-timers, and they speak only for a narrow constituency. They see their pet
issue to a conctusion, then exit for awhile. With new issues, new participants
arrive on the scene, carrving different baggage from previous visitors to the
organization’s world. Without a consistent set of values holding together the
environments expectations for the school district, the district proceeds to
plan, knowing full well that instability and uncertainty caused by the external
environment could result in the best iaid plans going astrav:

If predictability o1 external actors is problematic, the nonrational svstem
would at least hope for certainty regarding when the nonpredictable behavior
would occur. Such is not the case in the real world, however. The external
environment intervenes in district business at virtually every opportunity
(although the external actors would argue that its their business, too). When
considered necessary, actors in the external environment will inform the
district of major problems needing attention, and then fade into the back-
ground, leaving the district and other part-time participants from the outside
1o struggle with the problem. On other occasions, when persistence seems
necessary, the external environment actively sticks to the district task at hand
until final decisions are made.
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Life would be less complicated in the nonrational world if the external
environment presented @ uniform, coherent picture of realin: To the contrary.,
the nebulous thing called exwernal environment hides behind mukiple and
shifting versions of realin: To the extent the school district can understand the
envitonment, the district can plan accordingly: But the exiernal environment
can't be wrapped neatly in one package. For example. one version of realiee
for a professional, upwardly mobile community is an image of support.
expertise, and social matiirity for the school system to count on. The image
nzay shift dramatically when the school district attempts to comply with court-
ordered descgregation. Suddenty. the image of the communin takes on a
character of racist. territorial. and self-serving behavior to lobby for immuniey
from integration. quite a contrast from its previous image when turf and
values were not threatened.

It didnt take long for the exwernal environment in the Delia School
District to intervene in the district business of making decisions about com-
puters. In fict, community involvement in purchasing computers for the
schools contributed to the muktifaceted approach to computer use across the
district. Onee the community invested monev in computers for selected
applications. they developed ownership in seeing that these expecta-
tions were carried out.

The Delta environment became particularhy active when the district tried
to press for a decision on the most appropriate use of computers. Many latent,
part-time participants in the community quickly rallied around their favorite
use carly enough in the decision-making process to be instrumental in
shaping the (tentative) final decision. When the smoke cleared on the night of
the emotional public hearing on computers, the board was swaved by the
strong sentiment expressed for computer literacy as the number one goal of
the district.

Twvo weeks later. conditions changed in the outside world. A local news-
paper reported widespread community support for compurer-assisted fearn-
ing as a priority. “Facts™ in hand. the board responded to the community by
reopening the case.

Teaching Process

Educators in tne nonrational world retuctantly admit that the profession
has failed to deliver an instructional technology that produces improved
learning for all students or a single method guaranteeing an improved quality
of life in schools. One reason for the reluctance is that this tvpe of admission
carries with it an acknowledgment of some inefficiencies of operation, which
is anathema to the rational world view: In other words, if we don't have a
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single conceprual framework to guide educational practice, we run the risk of
some meandering. Reatity dictates, however. The nonrational model retuses to
hide bencath a veil of absolute certainty if certainty docsn't exist. In thie wake
of this uncertainty, noncational school districts grant the katitude for schools
and teachers to contir 1e their quest for a framework that fits with their
respective interpretation of how children tearn best in that schools context.

This lantude teads to a variance in goals across schools. Recalling from
Chapter 1 the data about the diversity and complexity of todays student
population, it makes sense to support a healthy measure of tocat autonomy in
identifving those goals most appropriate to a particulir student population
within the limits established by the mission and current organizational goals
of the district.

Consistent with local katitude in determining school goals, the nonra-
tional model supports a muliiple arrav of pracrices 1o achieve these goals.
According to advocates for nonrationality, no evidence exists of a cne best way
to teach kids. The most effective teaching strategices depend on a complex sct
of factors, including the nature of the childs learning sevle, the context, and
teaching swyle.

Finallv. the nonrational model contends that policvmaking bears little
refationship to teaching and learning, In a loosely coupled system. policy
decisions may create a kirge wake on the surface, but subside to a small ripple
effect when finally reaching the school and classroom. Fault doesn't lie with
the svstem, according to nonrational proponents. If blame is to be levied, it
rests with the failure of policvmakers ro understand reality: Given a clear
conceptualization of the nonrationat model, policvmakers can, in fact. design
poticies that contribute to improved teaching and learning. The key is under-
standing what can make a difference. Policies designed to mandite specitic
teaching strategies don't work, as described in detail throughout this chapter.
Policies designed to facilitate decentralized decision making =nd expaad
empoverment opportunities to those closest to the action can make a dif-
ference. For example, a school board coutd decentralize decision making
with a policy giving local schools greater control over the use of resources in
the areas of personnel, curriculum, and instruction. The policy serves to
empower teachers as they make important instructional decisions at the
school and classroon level.

In subtle ways, the Delta School District retlected the nonrational view of
the teaching process. Schools were permitted to experiment with different
opes of computers for different purposes. When decisions had to be made
regarding district direction, the superintendent was willing to grant the
latitude for schools - onsider either computer literacy or computer-assisted
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learning (or both). Further, he went on record as supporting the necessary
staff training to achieve these goals, recognizing that this training may take a
variety of forms depending on the goal of the school and the specitic staff
development needs identitied by the teachers. In summiary, the Delta School
District struck a balance between centralized dictation of the one way to teach
computing in schools and the other extreme that convthing goes.

CONCLUSION

As cited in Chapter 2, numerous tpologies have been constructed to
describe and understand organizations. This chapter has outimed the nionra-
tional view of school districts. Although the nonrational modet departs, from
traditional ways of thinking about organizations, proponents argue that such a
conception is more accurate than the rational model in portraying the reality
of life in school districts. Baldridge and Dcal underscore this shift in thinking
as they contrast the theory prevalent in their 1975 book, Managing Change in
Ediccational Organizations, with their more recent volume, The hvnamics of
Organizational Change in Education (1983). According to the authors:

Most nowbly, organization theory has relaxed its assumptions of rationality.
Earlier theories emphasized logical connections between goals, structures, activities,
and outcomes. Feople were seen as rational actors whose behavior would and should
be guided by what was best for the collective welfare. But one by one, these
assumptions have been called into question by substantial evidenee that there nay he
a gap beoween theoretical “truth” and organizational “facts.”

As the experience of changing organizations began to accumulate, it soon became
apparent that people and organizations are not very rational—or a least that they
operate from a logic very different from that of theorists and administrators (p. 7).

Those holding a nonrational view realize the risks of being labeled
“nonrational.” The fabel can be misconstrued to mean irrational, connoting
hopelessness and despair. Clearly this chapter has painted a different picture,
one that describes a world open to growth and change. 1t would be a gross
misrepresentation and abuse of the nonrationat model to use the tabel as an
excuse for not taking deliberate action to improve education. Imagine the
potential of comments such as, “Well, thats the nonrational world for vou. We
can’t do much about it,” or “The school board behaved nonrationally again—
no wonder a responsible decision wasn’'t made.” To put it blunthy, the tabel
nonrational shoukd not be a scapegoat for an honest attempt at describing
reatity. In fact, as we shall see in the next chapter. nonrational may wrn out to
be more reatistic, after all.
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Is the Nonrational Model
More Reasonable?

INTRODUCTION

As docnmented in previous chapters, the rational modet continues o be
the dominant framework for explaining how educational organizaions oper-
ae. And, although many educators will argue that this is the way school
districts should function, our intent is not to debate what ought 1o be but to
describe how school districts, as organizations, do function.

To ittustrate, even dramatize, the operation of school districts, we have
¢chosen to construct two competing views of reality in educational organiza-
tions. In Chapters 2 and 3, we contrasted the rational and nonrational models
along five dimensions as shown in Figure 4.1, We reatize many variations exist
on the theme, leading to other interpretations of realine. We also reatize that
no single paradigm withstands the test of the one best wety 1o describe att
organizations under alt conditions. In fact, as stated previously, most organiza-
tions are described by a reatity that falls somewhere between the two ex-
tremes drawn in the previous chapters. After fully acknowledging that life in
school districts isn't as pure as the competing models suggest, we contend
nevertheless that the nonrational model generally portrays a picture of reality
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7ig. 4.1. Rational and Nonrational Models Contrasted

RATIONAL

Goals

® There is a single set of uniform goals
that provides consistent direction for
us.

® The district goals are clearly stated
and specific.

® The goals remain stable over a sus-
tained period of time.

® Organizational goals are set via a log-
ical, problem-solving process.

® The goals for the district are deter-
mined by the leaders of the organiza-
tion.

Power

® The formal organizational chart deter-
mines who can have power to make
things happen.

® Fower (0 make things happen is lo-
cated almost exclusively at the top of
the organizational chart.

® There is a very direct connection be-
meen what the central office says
should happen in the classroom and
what actually goes on behind the
classroom door.

Decision Making

® The issues that receive attention are
those which are most important at a
given point in time.

® The decision-making process makes
sure that all feasible options are con-
sidered.

NONRATIONAL

Goals

e There are multiple. sometimes com-
peting sets of goals that atempt o
provide direction for us.

e The district goals are somewhat am-
biguous and general in nature.

e The goals change as conditions
change.

e Organizational goals are arrived at
through bargaining and compromise.

® The goals for the district are sct by
many different forces. both in and out
of the organization.

Power

® Having access to ntormation, sup-
port, and resourcos s the basis for
power to make things happen.

® Power o make things happen is lo-
cated throughout the organization.

® The extent of implementing central
office directives is in large part con-
trolled by teachers at the classroom
level.

Decision Making

® The issues that receive atention are
those which are pressing for immedi-
ate resolution.

® The decision-making process usually
ends up with a limited number of op-
tions to consider, constrained by fac-
tors such as politics, cconomics, and
finances.
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RATIONAL

® The deciston-makmg process keeps
away extrincous forees (g, compet-
ing demands, ous o pressures) thit
negatively affect logcal decision nk-
ing.

® The decision-making process leads o
asound. one-best decision that mi-
imizes organizational goals.

External Environment

® The environment external to the
school district remains passive while
organizitional decisions are mi: *: -
ternally

® The external environment acts in a
stable and predictable fashion,

® The external environment respects
and defers o the official expertise and
ofticial power vested in school district
statt.

® The external environment acknow]-
vdges the right of the organization to
make its own decision,

Teaching

® Thereisa clear picture of best instrue-
tional methods 1o achieve organiza-
tional goals.

® There ds a standard set of best prac-
tices 10 improve learning,

® School board policymaking dircctly
affects teaching, which directly affects
learning,

Is i Nosrarosy Monm More Riase INABLE?

NONRATIONAL

® ‘the decision-making process w com-
modites virtous forees shaping ¢ -n-
tal decisions (e.g . external pressures
and persisience of people in their
points of view).

® The decision-making process incor-
poraes compromise and concession,
leading 10 a decision that may not
have been the most educationally
sound decision.

External Environment

® The external environment maintains
an active lavel of involvement in or-
ganiztional atfairs,

® The external environment acts in a
somewhat unstable and unpredictable
manner.

® The external environment questions
orgianizational expertise and chal-
lenges the power of school officials.

® The external environment demands a
picce of the action at virtually every
point in the decision-making process.

Teaching

® There is a somewhat fuzzy picture of
best instructional methods to achieve
organizational goals,

® There is a multiple arrav of effective
practices to improve learning.

® Scheol board policvmaking bears
very little direct refationship to teach:
ing and learning in the cdassroom.
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in school districts that coincides with current rescarch and accumulated
experience (Babdridge and Deal 1983). Not onby s the nonrational model
more acenrate reflection of reatity it is a more sensible approich to organiza-
tionat life in @ world filled with change and uncertainty. We defend this point
of view by referring once again to the five dimensions used to describe

organizations.

IN DEFENSE OF THE NONRATIONAL MODEL
Goals

Organizational life would be simpler if goals were uniform. clearly
stated. and stable ove - time. Efficienay would be greater if these goals were set
by the leaders and translated into specitic objectives by schools and teachers.
But life isnt alwavs so simple.

In reatiny, organizational goals are more accurately reflected in the nonra-
tional column of Figure 4.1, Interpreted in the most pessimistic sense. this
presents an image of a school district wandering aimlessh with no direc-
tion—a diistrict at the mercy of the elements. A more realistic, less pessimistic
interpretation depicts a district whose obligation and commitment is to serve
avaricty of diverse needs such as reflected in the data outlined in Chapter 1.
More specifically, school districts are organized to senve multiple and some-
times competing goals, as various constituencies can tegitimately claim their
expectations should be met. It is possible, for instance, to have separate
organizationat goals that attempt to meet the needs of our tatented students as
well as those who are academicatly at risk—as long as these and other goals
don't run contrary to the overatl mission of the school district.

As another illustration, the fictitious Delta School District in Chapter 3
found that schools had various interpretations of how best to use computer
technotogy, None of the interpretations were inherenth good or bad. They
simply reflected different, but reasonable, perspectives on whats best for
students, The Delta District responded by trying to accommockate severat of
these goals, This approach atlows the district to meet multiple obligations, as
tong as the goals don’'t pull the district in two opposite philosophical direc-
tions. When this condition surfaces, the district has 4 higher-order obligation:
to lean on its guiding betiefs (see Chapter 5) to determine which direction is
in the best interest of students.

Admittedhy; at times organizational goats do become unnecessarily fuzzy,
vague, and in direct competition with cach other. Under these conditions,
district leadership has an obligation to focus these disparate goils toward a
common mission. At other times its all right to have mulipte goals that
change over time as the organization demonstrates responsiveness to the
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diverse. pluralistic community it is designed o serve. Tt is also more demo-
cratic. especially in a public senvice institution, Finallv. by incorporming
different sets of goals. the district increases o MMUNIty support and commit-
ment as more people have legitimate reason 1o become involved in district
affairs,

Power

The ability to mobilize energy within an organization stems from aceess
to information, support. and resources. It follows. therefore, that the formal
organizational chart does not inherenthy determine power. Those located at
the top of the pyramid may be relatively more empowered. but this is because
they understand the basis for power and they acton it. Others throughout the
lavers of the burcaucracy can gain access to the power tools. though it often
takes more effort for the mid- to lower-level managers of the district. Organi-
zations that accept the idea that empowerment can he an open-ended (as
opposed to fixed) quantity also recognize that by increasing opportunities for
empowerment organizational power is increased. Nevertheless. even under
such positive conditions, some people will be more powerful than others,
and this too is a reality of organizational life.

The rational model assumes that centralized expectations about curricu-
lum and instruction travel downward through the organizational chart, show-
ing up as intended in the behavior of wachers and students. The nonrational
model denies this interpretation of reality, claiming inswad that, in many
wnstances, control over central expectations takes place at the school and
classroom level. Furthermore, valuable ideas for district policv will often
come from the schools and classrooms of the district if the channels of
communication are open. Again, advocates of the nonrational model see this
cffect as more sensible. The power to make the most difference in the jives of
children generally rests with those who are closest 1o these children. The
reality of life in school districts is that teachers have considerable power to
shape weaching and learning in the classroom.

Decision Making

As shown in Figure 4.1, decision making in the rational model is based
on setting goals via a logical, problem-solving process. This includes consid-
ering all feasible options within reach of the decision makers and arriving at
the single best decision that maximizes organizational goals.

In the nonrational model, decision makers see this approach as not only
unreasonable, but also undesirable. As discussed earlier, school districts serve
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multiple constituencies, cach with legitimate demands and expectations. Or-
ganizational decisions, therefore, realistically are not confined to the inner
circles of central administration. With some exceptions. an organization is
forced to open the decision-making process to broad scrutiny and input. even
if it means running the risk of having to contend with the politics of bargain-
ing. compromise, and concession. Politics is not inherently dirty and devious.
It simply reflects the reality of decision making in a democracy:

Exceptions to this general rule include decision making that does follow
the tight coupling model. Within the business services side of the organiza-
tional chart, for instance, pavroll and purchasing procedures usually follow
the logical. decision-making process. Even on the instructional side chart, the
logical, problem-soling approach works well for routine, noncontroversial
decisions.

Another point of clarification needs to be made. Nonrational decision
making doesnt mean irrational and irresponsible decision making. Even
nonrational decision makers need to be analytical, systematic. and logical in
their planning. But they kaow that many of the variables entering into the
decision making don't follow the neat, orderly patterns assumed by the
rational model. The trick is to design a decision-making process that antici-
pates, even incorporates, these variables in a scnsible way.

External Environment

Consistent with the neat and orderly world of rational organizations, the
world of the external environment is just as rational. It acts in a stable and
certain fashion, waiting patiently while the rational organization engages in
internal decision making. Out of respect for the expertise 9ad ofticial power
of the school district, the external world remains inactive until called on for a
response.

Reality dictates otherwise, say defenders of the nonrational model. In this
world of change and uncerinty, the environment external to the school
district mirrors the conditions endemic to the larger society by acting in a
somewhat unstable and uncertain manner. Such conditions aren’t necessarily
bad: they simply reflect the multifaceted and shifting versions of reality we live
in.

Because those outside the school district have a stake in both the process
and outcomes of schooling, they deserve to be included in the decision-making
process of the district. This doesn't mean merely responding to internal deci-
sions. It means becoming actively involved in the process itself, even to the point
of challenging the organization’s power and expertise. Although over 70 percent
of our nation’s families have no children in the public schools, they have an
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investment (both in a personal as well as socictal sense) in the future of our
educaional enterprise. Therefore it seems reasonable thar thev should expecat
meaningful invorement in organizationai decisions.

Teaching Process

The teaching process within the rational world view presents a clear
picture of the best instructional methods to achieve organizational goals.
Correspondingly, there is a standard set of best practices 1o improve learning,
If onlv teachers would put these practices into action in the classroom,
teaching and learning would improve.

According to the nonrational model, things aren’t quite that simplc. The
teaching process is a highly complex act. not easily understood bv re-
searchers or praciitioness. Given the vast diversity among our student popula-
tion, it seems only logical that weachers need an array of sicuationally appro-
priate instructional practices to improve learning. And, based on current
research, the nonrational view of the weaching process turns out to he a more
realistic perspective than the rational model.

CONCLUSION

The rational view of reality has a lengthy history in our culture. ln large
part, the strength of the rational model emanates from a cultural aura that
amthing bevond the boundaries of rationality loses legitimacy: In fact, until
recently, descriptions of rezlity that straved outside the rational model were
tossed into a residual category bearing no label.

Our attempt in this book is to describe reality in an analtical way,
apphing a framework commonlyv used in examining organizations. Although
we have labeled this view of reality nonrational, the label should not become
a distractor for the very important concepts subsumed under the label. To
reiterate an eariier point, nonrational does not mean irrational. To the con-
trary, we argue that the nonrational moded is a more sensible and more logical
way of understanding the realinv of organizations than the rational view. In
adudition, 10 be cffective in 2 nonrational organizition, leaders need to have an
orderly, systematic, analviicat approach to managing in a compley, somewhat
disorderly environment.

The tirst step in creating school districts that work is to realize that the
nonrational model does, indeed, offer a more logical and accurate account of
how organizations actually operate. A next step is to put wheels urder this
model by developing specific sirategies necessary o be effective in a nonra-
tional world. In the next chapter we discuss the strategy of undersianding and
assessing the culture of the organization.
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Understanding and
Assessing the Culture of
the Organization

INTRODUCTION

Thanks to the current outpouring of books on corporate reform, people
are “discovering” that organizations have a culture. The fact is, they've always
hidl a culture, but not many people in or out of the organizition paid much
attention to it. Today the culture of the organization has become a prominent
factor in the study of what makes organizations tick (e.g.. Deal and Kennedy
1982, Kanter 1983, Davis 1984, Miller 1984). More specifically, organizational
culture becesnes instrumental in determining organizational heatth, In the
following section, we address questions such as, What is meant by “culture™?
Hlow do you know one when vou see one? How do vou assess the health of
the organizational culture? How do vou resolve differences between what is
and what ought to be? For answers to these questions, we draw heavily on the
reseirch and experience of the business world.

UNDERSTANDING ORGANIZATIONAL CUITURE

In an abbreviated way., culture can be defined as: the way we do business
around here; who you are and what you stand for; the assumptions abous the
organization. In a more scholarly sense, culture embraces the norms, values,
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historv—the sum totat of att the shared understandings hetd by niembers of
the organization. However, such a definition is too amorphous for purposes
of describing and anahlyvzing culture. Therefore, we operationalty define
culture along two dimensions: the guiding beliefs of the organization coupled
with the day-to-day behavior of organizational members. Davis (198+4) offers
the caveat that beliefs and behavior are only manifestations of the culture. and
not the culture itself. But, as he puts it, .. . artifacts are wngible, and it is
possible to get vour arms around them™ (Davis 1984, p. 12). With this caveacin
mind. we examine more carefully each of the dimensions of culure.

Guiding Beliefs

Rooted in a phitosophical context, guiding beliefs are the principles on
which the organizaiion is supposedly built. Ideath: they serve as the founda-
tion for all major decisions. For school districts, guiding beliefs provide
direction in areas such as schoot board policvmaking, allocation of resources.
utilization of personnel, and for making critical decisions about teaching and
tearning. Sometimes guiding beliefs take the form of a mission statement.
district philosophy, or goals and objectives. More frequently, guiding beliefs
are embedded in stories about the history of the organization, various kev
documents shaping the direction of the district, and the verbal and nonverbal
messages sent by the school board and senior-level administrators.

In anv case, every organization conveys a belief structure that members
of the organization interpret as representing the values held dear by those
who are expected to set the tone and direction for the district: the school
board and district administrators.

Daily Behavior

The second dimension of organizational culture is the daily behavior of
the emplovees of the school district. This component of culwre is more
situational and subject to change due to circumsrances of the moment. Deal
and Kennedv (1982) refer to this behavior as the rites and rituals of the
organization. For example, subtle clues about behavior are found in the way
people are addressed, how much emotion is permited, who speaks out at
meetings. and the acceptabitity of plavfulness as part of organizatonal life. In
short, the daily behavior of staff members reflects the way the school district
does business on a continuing basis.

Climate and Culture

At this point a distinction needs to be made between climate and culwre.
Climate is a measure of whether people’s expectations are being met regard-
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ing what it should be like to work in the school district. These expectations
plus the guiding beliefs produce norms that powerfully shape the behavior of
individuals and groups in the organi.ation. Climate. then. becomes the fit
between the prevailing culture and individual vajues of emplovees (Davis
1984). Whereas climate is often transitory and a shortterm phenomenon,
culture is more stable and long term.

Describing School District Culture

Once the idea of organizational culture takes on meaning to school
district leaders, the ability to describe the culture of the district can be
incorporated into organizational strategy.! This step is casv when the district
has a clearly articulated set of guiding beliefs which is manifest in daily
behavior by members of the organization. The rub comes when guiding
beliefs are not so apparent. According to researchers in the corporate sector
(¢.g.. Davis 1984, Miltler 1984), the most effective way to uncover data about
organizational culture is through interviews with kev informants. “Key.” in this
case, means individuals who have a long history with the district and who
have a broad. diverse background of experience with the organization. Basic
categories for collecting information about the district culture (Hickman and
Sitva 1984) include:

® the districts history—events. decisions, and people who gave shape to the
present organization:

® dreams, ambitions, and values of select employees, those who strongly influ-
ence other employees:

® organizational stories containing important messages about the districts pri-
orities, commitment, concerns, star employe 2s, dos and don'ts, as well as general ways
of getting things done: and

® the performance. motivation, and refationships of the districts employees.

Leaders in the held of organizational culture contend that the step of
descrihing the culture is a prerequisite to understanding and assessing the
culture. The experts also prefer the interview process primarily because of
the rich lore found in firsthand accounts. However, in cases where time,
money. and other resources become major obstacles to describing the culture
vig interview, a written questionnaire can also vield valuable information.

Whether the organizational strategy is to interview, conduct a written
survey, or a combination ¢f methods, the data need to be organized according

' Note that the focus of this section is on districr culture. Within cach culture, subculures
exist and have their own norms, values, and history: See, for instance, Deal and Kennedy (1982),
For a discussion of school culture as a subculture within the district, refer to Chapter 9.
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to major principles. Since no single framework stands out in the hieraure as
the preterred system, cach district must group the guiding belicls according
to its own needs. Toillustrate what o framework might look like, we have
constructed in Figure 5.1 some typical categories along with sample questions
related 1o cach category.

Fig. 5.1. Guiding Beliefs of Our School District

Principle of Puipose
To what extent does the district

® articulite a set of purposes that provides long-term direction 1o the district?

® aluc the importanee of emplovees understanding the purposes of the -listricts
mission?

® \alue the importance of decisions being made with considecation o the
purposes?

Privciple of Empotcerment
To what extent does the district
® ilue empowering ecmplovees throughout the district to assist in the mission of
the district?
® value cqual opportunity 1o access information, support, and resources?
® view power as an expanding entity throughout the organization?

Principle of Decision Making
o what extent does the districr:
® support the decentratization of decisions as close o the point of implementa-
tion as possible?
® vilue opporwnity for input in districtwide decisions?
® alue decisions being made by those who are direatly atfected by them?

Principle of Belonging
To whar extent does the district:
® ilue commitment to the development of the individual within e districr
@ traat individual emiplovees as signiticant stakcholders in the oroanazaion?
@ waluc a “we spirit” and teeling of ownership in the organizanon?

Principle of Trust and Confidence
Tor what extent does the district:
o helicve that emplovees act in the best interest of students and the organization?
® have confidence in the expertise of staff members 1o make wise decisions?
® helieve that emplovees will respond with their best efforts when appropriately
recognized?

Principle of Excellence
To what extent does the district:
o vilue high standards and expectations?

50 5 8




O

ERIC

Aruitoxt provided by Eic:

UNDERSTANDING AND ASSESSING THE CLUTURE OF THE ORGANIZATION

® vilue an amosphere encouraging all sedf members o “stretch and grow™
® believe ina “can do” wititude for all emplovees?

Principle of Recognition and Reaard
To whit extent does the disirict
® \alue offering meentives o encourage innovation and risk tiking?
® believe in recognizing emplovees and students who achieve signiticant accom-
plishments?
® believe in investing in the potential of district emplovees?

Principle of Caring
1o what exient does the district:
® walue the well-being and personal concerns of the emplovees?
® helicve in emplovees sharing themselves inan open and trusting manners
® alue aking a personal interest in the professional development and career of
cmplovees?

Principle of hitegrine
To what extent does the district:
® value honesty in words and action?
® ilue consistent, responsible pursuit of @ staed course of action?
® \alue the unwavering commitment to highest personal und cthical convictions?

Principde of Diversity
1o what extent does the district:
® aluce differences in individual philosophy and personalin?
® \ajuc and encourage differences in eaching stvle and philosopliv?
® believe that schools and the children within them are incevitably not alike,
calling for flexibility in waching and learning approaches?

A school districts culture moves from background to foreground when
organizational strategies are emploved that create an awarer.ess of culture,
underscore its importance. and systematically begin to describe it These
strategies can be applied to the guiding beliefs as well as to daily behavior,

The first dimension produces a measure of how things ought to be, and
the second dimension vields a picture about how things really arc.

LONG BRANCH SCHOOL DISTRICT STUDY

The following hypothetical example illustrates how a new superinten-
dent set about the business of understanding the culture he ree : ty inher-
ited. For the suke of breving onlv one guiding belief is highlighted: the
principle of decision making.

Donald Harrington recently accepted the superintendency of Long
Branch School District. a community with 12,000 students and 21 schools,
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Harrington previousty had spent six vears as superintendent of @ much
smaller district about 55 miles southeast of Long Branch.

Harrington made it clear to the Long Branch Board of Education that he
valued one principle very highlv. He felt it was extremely important to
decentralize decisions as close to the spot of implementation as possible.
Similarly, he valued the opportunity for waching staff to have input into
districtwide curriculum and instruction decisions as much as feasible, even
though he was firm that the superintendent and board should make the final
decisions on those issues aftecting the entire district.

Harrington was also seasoned enough to know that he couldnt walk
through the crowds waving his banner and expect an immediate followership
just because the superintendent was leading the pep raliv nstead. he decided
to use a combination of interviews and a survey to better understand the Long
Branch culture in the ares of decision making.

First, he scheduled a series of three meetings over a months period with
each of four influential members of the district. The first person he selected
was the director of personnel, who had been in the district tfor 21 vears,
serving in a variery of roles such as curriculum specialist, middle school
principal, and team leader of the administrative negotiating team. The second
person wis the most experienced high school principal, considered a star by
all accounts. She had previously been an assistant principal in swo other high
schools before accepting her current position in the districts most difticult
high school. The third person he identified was the president of the wachers’
union. Even though this person was a leader during the tough weachers strike,
she was an adamant supporter of children. She also understood the important
role of management in the overall scheme of running a school district. The
fourth person interviewed was a custodian who had been wiih the district for
27 vears and had worked for nine different principals. He was acclaimed for
his dedication to the Long Branch District. Besides, he was a sawy person
when it came to understanding the various agendas that principals held in
managing a school. From his several meetings with these individuals, Super-
intendent Harrington reflected on the following notes he had jotted down
about decision making.

The Long Branch District has consistently gone on record in various
docruments stating the importance of innvolving teachers in the development of
curriculion.

Teachers believe the district wants to hear their ideas about what works
best for kids.

Classified personnel don't seem to hare any clear messages about
whether the district values mmchuding them in decisions daffecting their work

life
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Administrators, in general, feel that the district doesi't value their input
i district policymaking.

School board policy includes «a parvagreph about the mportance of
delegating decisions 1o those who are most affected by them.

Emplovees, except for teachers, don't see a lot of evidence that the school
board acts according to the policy stctement about delegation.

Teachers want to be involved in auoriculiom and instruction decisions,
but not particularly in decisions in other areas such as bus schednles and
redrawcing school district bovndaries.

To complement the interview process, Superintendent Harrington sent
out a brief report card to be anonvmously filled out by all emplovees
regarding their perceptions of schoolb district operations. In the area of
decision making, the following results were noteworthy:

Question: Do the district administration and board vatue vour input
in decisions?

Resporse: Teachers, 07 percent ves; administrators, 34 percent ves;
classified staft, 2y nercent ves.

Question: Does the district atlow vou to make decisions that affect
vou?
Kesponse: Teachers, 81 percent yes; administritors, 41 percent ves;

classitied staff. 39 percent ves.

The surveyv tth fetl in line with the firsthand data gathered by Har-
rington. He concluded, therefore, that the guiding belief of decentratized
decision making was a value that at least was officiallv expressed by the
district. This value was clearly one he endorsed. Harrington further con-
cluded that the vatue wasn't uniformly underctood as being important to
district operations. Both district administrators and classified personnel
weren't convinced that the vatue was considered important by the board and
senior-level administrators. Finaltly, Superintendent Harrington realized that
the daily behavior of district administration and the school board wasn't
interpreted to be supportive of a decentralized decision-making policy state-
ment,

Therefore, Superintendent Harrington made a commitment to
strengthen the communication process so that alt employees realized that the
district did, indeed, value decentralized decision making. He also pledged to
monitor the actions of key district staff to reinforce and recognize eftorts to
make the value of decentratized decision making come alive in the behavior
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of emplovees, particularly those in teadership rotes, who serve as role models
tor athers.

ASSESSING THE HEALTH OF
SCHOOL DISTRICT CULTURE

As Superintendent Harrington would quickiv attest, ideally, the guiding
hetiefs should set the tone and direction for organizationat strategies (i.c.. the
strategics shoutd low from the beliet svstem). Correspondinghy the daily
behavior of school district emplovees affects whether the straegios get imple-
mented. If the culture is healthy, there should be a natural progression from
guiding beliefs to organizational strategics to daity behavior. But if the guiding
betiets are not strong within the organiztion, daily behavior takes center
stage (Davis 1984). Withour guiding betiefs as anchor point, the evervday
activities start to dictate organizational strategy: When this happens, the organ-
1ization loses its future focus and becomes preoceupied with survival of the
moment.

To summuarize, a bakinced equation occurs when the guiding belicls
cqual the daily behavior €GB, = DB, Assuming appropriate guiding belicfs,
the outcome is i healthy culture, In contrast, when G.B. = DB the resultis
an unhcalthy culture. Deal and Kennedy (1982) offer additional symptoms of
a culare in trouble:

waik cultures don't have clear values or beliefs about how 1o be effective; or

they have muany such beliets but cm'tagree among themselves on which are most
important; or

different parts of the organization have fundamenaliy different beliets; or

the heroes of the culture are destructive or disraptive and don’t build apon any

common understanding about what is imporuant or

the rituals of day to dav life are cither diserganized, with evervhody doing their
own thing—or downright contradictory, with the left hand not knowing what the right
hand is doing (pp. 135-130).

DEALING WITH DIFFERENCES BETWEEN WHAT
OUGHT TO BE AND WHAT IS

To reiterate, the litmus test of the health of the organizational culture is
the batance between what ought to be (guiding belicfs) and what currently
exists (daily behavior). If an imbalance appears, several questions should
subsequently be asked to diagnose the cause of the imbatance.,
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1. Are the guiding beliefs stitl desirable? 1f so. leave them alone. If not, a
major change effort looms ahead. More about this kier.

2. Are the guiding beliefs desirable. it not clearly understood or. per-
baps, misinterpreted? In this situation, organizational strategies need to be
developed tar strengthen the ofticial and informat communication networks,
underscoring the importance of kev vatues. Also recognition shoeld be
extended to events and people exemplifving these vatues.

3. Are the guiding beliefs all right, but the daily bebdvior doesnt coin-
cide with the rafues? Then a slow, deliberiate process needs to be imple-
menred aligning the organizational structure, strategies, and skills with the
professed values. In many cases, only a few areas of daily behavior may be out
of halance, which makes the batancing act tess formidable. Other times, a
strategy may be to manage around the daily behavior. In particular, if the daily
hehavior is deeply enirenched. it may be more productive to tolerate the out
of batance daily behavior while reinforcing the guiding beliefs (Davis 198+4).

Returning to the issue of changing organizational culture, most experts
agree that a decision to make drastic changes in the school district culture
should be made only under the most serious conditions. That is, if the
guiding betiefs contribute to i very unhealthy organization, then the risks
involved in - aerhauling the culture may be worth it. What are the risks? The
investment of time and energy in attempting to recast 4 form thae has atready
hardened is one risk. Another is the probabiline that the resistant organiza-
tional cutture will prevail, rendering the leader powerless.

A more promising approach is to build on the strengths of an organiza-
tions culture. Reinforce the guiding beliefs that are desirable. Identify the
select few that need to be changed, and then develop organizational strategies
for sending clear messages that the new guiding betiefs are extremely impor-
tant to the leaders of the school district. Reward and remind at every oppor-
nity the value of these new beliefs. Recall. ror instance, that Superintendent
Harrington in the Long Branch study improved the communication process
so that all district employees heard the message about the importance of
decentratized decision making. He also highlighted performance of district
staff, which represented this value in action. Over time, the school district witl
see the pattern of teadership behavior catling atention to whats important
within the organizations belief structure.
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INTRODUCTION

Conventional planning models make things seem so casv. To be eftective,
administrators simply identify long-range goals, deveiop procedures to
achieve the goals, and put together an evaluation design that will assess the
achievement of the goals. But most administrators don't behave the way the
planning models say they should. For instance, based on interviews with
administrators, Baldridge (1983) reported the following patterns of adminis-
trative planning:

® Administrators move from one event to the next with little time for
long-range planning.

® As soon as long-range goals start looking clear, something happens to
muddle them up again.

® Instead of a crisp list of a few clear goals, real world administrators
face a laundry list of unclear and sometimes contradictory goals.

® Rarely are long-range program decisions based on rational evaluation.
Rather. a npically weak evaluation desiga is intertwined with the political

rt 2 program can muster
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® Even when a plan is made. it virtually never gets implemented as
intended.

In short. the reat world of administration does not coincide with the
ideal world described by conventional planning models. T reconcile this
gap. we concur with Baldridge and Deal (1983) that planning theory shoutd
be adjusted o realin, not realiny forced into an obsolete theoretical frame-
work.

FOUNDATION FOR STRATEGIC PLANNING

Actually, there is a body of planning literature that does demonsirate a
sensitivity to the real world of administration. Over the pasi 20 vears, resarch
in schools of management has sought to determine effeaiive planning : trat-
egies. This literature has converged into a solid conceptual “ramework un ler
the heading straregic plarnning.! The basic assumptions of s trategic planning
refate directly 1o the view of organizations developed in Chapter 3. The real
world of school districts is best characterized by thie nonrationat model. in
particular, two points stand out that have special meaning for planniag, First,
we believe in a dvnamic world marked by rapid change. Any planning modei
shoutd recognize and accommodate the dvnamics of change. Second, the
external environment is inextricabiv bound into our planning efforts. As
described in Chapter 3. the environment will influence our decisions, so we
need to incorporate data from this macroenvironment when we engage in the:
organizational strategy of planning,

According to Rhodes (1980), the simplest way to understand strategic
planning is to view it as an information modet:

Strategic planning parallels the process the human mind uses to make decisions
in situations where conditions have changed since the Last time a similar decision was
made. At such times, when old assumptions mayv not be valid, the mind actively
scarches for new and beter information. ("New™ means information related o the
crrvent situation, and "better” means information more specifically related o the
propose ontcome of the decision.; Using this data a new decision is made. Its effects
on the sittion then produce new informution for subsequent decisions, Using this
analogy, strategic planning can be understood, simph: as a process that provides rew
arted hetter isformetion for decisions relaed o the immediate or future accomplish-
ment of an objective (pp. 1-2).

' For those who are interesied in tracing the roots of strategic plinning, see Cope ¢1981)
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The concept of linking present decisions to futare objectives is a critical
point. Plainning within a context of changing conditions means that plinners
need a clear coneeption of the organization’s mission. In the case of a school
district. a carefully articulated vision of where the district is heading needs to
be kept in the forefront of discussions as strategic pkinning processes dre put
in motion.

With the foundation for strategic plinning established. lets contrast the
framework of strategic planning with the more familiar framework of conven-
tiomal, long-range planning.

CONVENTIONAL VS. STRATEGIC PLANNING

In an attempt to highlight differences between conventional and sieategic
planning. Figure 6.1 illustrates two competing frameworks, with the full
realization that the real world doesn’t always fit an either-or model.

World View: Internal vs. External

Consistent with the rational svstems model. conventional planning takes
into account only the variables operating within the system. The world of
importance to conventional planners is the world of the organization. In
contrast, strategic planners say the world of importance in plinning com-
prises a dual environment: the world of the school district plus the external
environment. According to Lewis (1983). recognition of the external environ-
ment as an important consideration in the planning process and actually
using data derived fromthe envi- - ament are two essentiil features separating
strategic planning and convent planning.

System Perspective: Segmental vs. Integrated

In a segmentalist system, each unit within the organization is self-con-
tained. functioning independently of other units. Planning in such a system

Fig. 6.1. A Comparison of Conventional and Strategic Planning

Conventional Strategic
Category Planning Planning
World View Internail External
System Perspective Segmental Integrated
Planning Horixon Long Range Medium Short Range
Data 3ase Quantitaive Quulitative
Outcome Master Plan Masterful Planning
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tends to view these discrete units as responsible for their own destiny In an
integrated svstem, planning emphasizes interdependenay. crosscutting reta-
tionships among organizational units. and the concept of the “whole™ of the
organization in planning efforts.

To illustrate these different perspectives, suppose a school board devel-
oped a district policy to "mainstream” special education students into regular
classrooms as much as possible. In a segmenualist svstem the following
scenario may unfold.

A central oftice administrator in special education hires the teachers with
no input from principals. The special education wachers and classroom
teachers plan their curriculum with little communication between each other,
Academic and behavior problems in the special education class are the
exclusive responsibility of the special education teacher, If serious behavior
erupts from a given special education child. the principal catls the central
office to see what the administrators in special education plan to do about
“vour kid.”

In contrast, an integrated system perspective causes a differem story o
be told.

The central oftice administrator in special education works in coopera-
tion with the building principal to interview and select a special education
teacher. Thwe classroom teachers and special education teachers set aside
some common planning time so coordination of curriculum will be max-
imized for the students. Academic and behavior problems become the joint
responsibility of the special education teacher. classroons weacher. and sup-
port staff, including the guidance counselor. school psyehologist, and reading
specialist. When major problems occur. both central oftice staff and the school
operate from a perspective. “We're all in this business together, and we're
dependent on each other 19 resolve issues in the best interest of the school
district.”

Plannirg Horizon: Long Range vs. Medium/Short Range

What constitutes “long range”™ varies according to planning models:
much of the conventional planning literature focuses on developing tive-year
plans, wen-year plans. even plans carrying the organization into the next
century. Strategic planners aren’t opposed to looking ahead. In fact, they
would argue that the long-range destiny of the organization is crucial to
effective planning. When it comes to actual planning horizons, though, the
strategic planning framework rests on the assumptions of change and an
active external environmicent. Because we are educating in an era of change
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and instabili, we can’t assume todavs plans will meet tomorrow's needs.
Also, realistically, involvement by the world outside the school district may
caune us to see things in a difierent way. thereby altering our original plans,
For ihiese reasons. the planning timeline can be as short as a fow davs or as
long as, perhaps, 2 couple of vears.

Data Base: Quantitative vs. Quaiitative

Traditionally, planning models hine relied on hard Jdaa because these
figures offered the most defensible basis for making tough decisions about
the future. Straiegic planning models. on the other hand, emphasize qualita-
tive data. Because the future is uncertain, subjective judgment, intuition, and
even hunches become important pieces of data in planning for the future.

Outcome: Master Plan vs. Masterful Planning

It seems almost too obvious to state, but the goal of conventional, long-
range planning is to produce a long-range plan. This plan becomes the
blueprint for organizational activities and decisions during the time period
covered by the plan. Adherence to the plan means adherence to efficiency
(i.e., doing things right as defined by the blueprint). An analogy will illustrate
the concept of master plan. Imagine a maze puzzle designed for children.
There is one entry point and one exit point, with the exit point representing
successful execution of the plan. Contained within the maze is one right path
to success. The exit point doesnt change, and the barriers along the wav
remain static. The challenge is to negotiate vour way through the barriers and
dead ends, knowing a right answer lizs within vour reach.

In contrast, the goai ¢f strategic planaing is to produce a stream of wise
decisions designed 10 achieve the mission of the organization. Emphasis shifts
from product to process. Just as the planning process builds in flexibility for
adapting to changir ; conditions in and out of the organization, it also 2.2cepts
the possibi’ity that the final product may not resemble what was initially
intended. In other words, strategic planners say its okay to abandon some
original goals that looked good at first. Substituting goals may noi result in the
most efficient planning, but it nets a more effective process because changes
made today are designed 1o make the organization better off in the future,

To draw another analogy, imagine strategic planning in action as plaving a
video game. The mission is to score one million points. To achieve this level
of excellence, the plaver negotiates a path packed with stimuli frem the
external environment trying to block the road o excellence. The plaver must
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make a stream of wise decisions en route. even changing some plans along
the wav, alwavs on the alert for the unexpected. In this iltustration. the most
effective way 1o achieve excellence mav not be the plan as oniginatly intended
at the  uset of the game.

ammary. strategic planning is not some package that will produce
magic results overnight. Ruther, it offers a different wav of thinking about
planning in comparison to conventional. long-range planning. This change in
orientation carries with it some techniques that will strengthen the straegic
planning process.

THREE NECESSARY TECHNIQUES FOR
STRATEGIC PLANNING

Since this is not a book on evenvthing vou ever wanted to know about
planning. we will skip the basics and move direaly o three wehniques
requisite to an effective strategic planning process. Application of these
techniques assumes that the organization atready has in place a mission
statement that serves as an anchor point for future planning,

Environmental Analysis

As school districts plan in the real world, thev quickhy reatize the
importance of monitoring various aspects of their externat environment. The
trick becomes deciding what 1o monitor. By grouping data according to
weonomic, political. wechnological, and social dimensions. many schoot dis-
tricts Hind that this duta base is sufticient for most purposes in environmental
scanning. For cach of thes: dimensions, the data can be further cawegorized
according to nwo effects: oprortungiies and threats. Opportunities are areas in
which favorable circumesiances provide potentiat for help in achieving district
goals. Threats represent potential problems that could have a serious negative
impact on the districts attempts to achieve its goals (Lewis 19830, For each of
the four dimensions of the external environment. (economic, political, wen-
nological. social) the following questions can be posed.

® What are the (eg. economic) forees that serve as opportunities te
help in the accomplishment of the planning issue?

® What are ' (eg. economic) forces that senve as threats 1o the
accomplishment . e planning issue?

By collecting data tha provide answers to ihese two questions atong cach of
the four dimensions outlined above, a district can produce a rather compre-
hensive scan of its exwernal environment. Figure 0.2 illustriates a sample
format for an environmental analvsis.
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Internal Analysis

For any issue a district subjects to strategic plinning. an analvsis can be
made of the potential organizational impact of the issue. We have structured
the internai analvsis along three dimensions: educational impact. economic
impact. and political impact. Figure 6.3 provides a sample format for an
internal analvsis,

Integration of Environmental 4nalysis and
Internal Analysis

After reviewing the quantitative and qualitative daa available from the
external world and the world of the otumnization, strategic planners pool this
information to arrive at recommenditions {or action that are consistent with;

Fig. 6.2. Stratepic Planping
Envirgrszenynl Apaly sis

Planmning Isue: e e

Dimension: Ecoxosic

I What are the economic forces that serve s oppertunities s helpin the achgeve-
mene of Aplanning issue)?

2 arare the economic forces mat serve as threas 1o the accomplishimant of the
planning issue?

Dimension: Pouticst

1. What are the political forces that serve as opporiunities 1o help in the achievement
of (planning issue)?

2. What are the political forces that serve as tligears o the accomplishment of the
planning issue?

Dimension: TECHNOLOGICAL

I What are the technological forces that serve as opportunities 1o help in the
achievement of (planning issue)?

2. What are the technological forees that serve as threats to the accomplishment of the
planning issue?

ININENSTON: SOCIAL

L. What are the: social forees that serve as opportunities to help in the achievement of
(planning issue)?

2. What are the social forces that serve as threats o achicvement of the planning issuc?

T
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Fig. 6.3. Strategic Planning
Internal Analysis

Planning Issue:

1. What is the educauonal impact of this is~ae on the organization?

2. What is the economic impaci of this issue on the organization?

3. What is the political impact of this issue within the organization?

the school district’s guiding beliefs. economically justifiable, politicatly attain-
able. and educationally sound.

To provide a glimpse of one school districts application of the strategic
planning process, we focus on a committee considering a full-dav kinder-
garten program.,

WILDLIFE SCHOOL DISTRICT STUDY

As directed by the board of education, the Wildlife School District
recently formed a committee to study the feasibitity of implementing a full-
day kindergarten program in the district. In the past, all kindergarten pr.
grams had been half day, with the exception of one fuli-dav program tinanced
by Chapter 1 funds. In approaching the planning process. the committee
organized its activities into three steps: environmenital analvsis, internal analy-
sis, and wntegration of the external and ine.rnal anatyses. To avoid going into a
lengthy description of the complete planning process, we will look at the
economic and political dimensions as they refate to the full-day kindergarten
decision.

Environmental Analysis

In examining opportunitics and threats, the committee dealt with the
questions stated below:
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Queestion: What are the economic forees that serve as opportunities to
help in the implementation of full-day kindergarten?

Data: 70 state Department of Public Instruction had decided to reim-
burse schoor stricts the equivalent of one half the aerage per pupil
expenditure for each student enrolted in a full-day kindergarten program. For
Wildlife. this meant about $2,000 per student or roughlv $40,000 per kinder-
garten classroem. This revenue would more than offset the cost of paving for
a 0.5 teacher position and necessary furniture and supplies.

Queestion: What are the economic threats in considering a full-dav kin-
dorgerten program?

sata: If the state department withdrew funding, it could prove costhy for
e district in maintaining a full-day program strictlv at district expense.

Queestion: What are the political forces that serve as opportunities to help
wplement full-dav kindergarten?

Data: The local university is excited about the opportunity for a full-dav
program. They would have a lab for training student teachers, and they would
have opportunities to conduct research on the effects of full-day kindergarten.
Alvo, from a pelite s perspective, many parents would welcome the chance
for the district *v assime il Jav responsibitit for their child instead of
paving a babysitte.,

Quiestion: Wnat are “he Jitiical forees that serve as threats to implemen-
tation of full-dav Kinderga w.n?

Data: Some parents den't want to give up the half dav of time they
currently enjoy with their children. But these same parents don't want other
children i the class having an undue advantage of being in school atl dav. $o
A contingent of parents will objecr w0 the full-day program on political
giounds,

Iaternal Analysis

The district identified three major alternatives for consideration: imple-
ment full-day kindergarten in all schools, implement full-day kindergarten in
selected schools, or continue to implement only the half-day program.

Arreryatve B Full-dav kindergarten in all schools

Question: What is the educational impact of this alternative?

Daia: Every child would get an excellent start in school. Some weachers
would not be trained to implement the more comprehensive, full-day
program.

65




O

ERIC

Aruitoxt provided by Eic:

PRODUCTIVE SCHOOL SYSTEMS FOR A NONRATIONAL WORLD

Question: What is the cconomic impact?

Data: The district would make money on the program. since ravenues
would exceed expenses.

Queestion: What is the political impact?

Data: Some teachers don't want the full-day program. Thev aren't secure
in heing able to handle the expansion into a full-days worth of lessons. The

-hoard of education would have to change school boundaries because space

would not he availahle in all schools to accommodate the program.

ALTERNATIVE 2: Full-day kindergarten in selected schools.

Queestion: What is the educational impact of this alternative?

Data: Some children would henefit hy participating in a full-day pro-
gram. Other children would he denied this educationat opportunin:

Queestion: What is the economic impact?

Dctta: Yor each school offering a full-day program, the state department
would reimburse the district accordingly: Therefore, the program would pay
for itseif

Queestion: What is the political impact?

Data: Some schools would be considered as more desirahle hecause
they offered a rull-day program. Selection of these schocis could become a
potlitically volatile issue.

Avernarivi 3: Full-dav kindergasrien in no schools.

Duestion: What is the eduditional impact of this alternative?

Dewa. Al children would be deaied the opportunity to participate in a
fuli 2l kindergarten program.

¢Irestion: What is the cconoraic inipact?

Dar:i: The district would not gain or lose fnancially it the full-day
program were adi implemented

Queestion: ¥t is e political impact?

Data: Many parents would n oy that their child did not have the
opportunity to henetit from a full-day program. Other parents would he upset
hecause they couldn't get the extra half day of child care. The non-supporters
of a full-day program would he relieved that alt chitdren would be treated
“equathy” (ie., a half dav for evervone).

Integration of Environmental and Internzl Analysis

Weighing all of the data from the environmental analysis and internal
analvsis, the full-day kindergarten committee recommended implementation
of the program at selected sites within the district, making it optionat for
students and maintaining the half-day program in all schools. The committee
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felt the combined assessment of the external and isterei! environment via a

strategic planning model led them o a very scea:d recemmendation,

This section has provided a framework for districts to consider as they
include strategic planning in their repertoire of organizational strategies to be
successful in a nonrational world. The actual model used will vary across
districts. But the essence of strategic planning should remain the same: a way
of thinking that incorporates data from the external environment with infor-
mation from the world of the organization—all of this meshed with the
culture of the organization to produce recommendations tha are ¢co-
nomically justifiable, politically attainable, and, last but not least, educationally
in the best interests of children.
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INTRODUCTION

To review points made in Chapters 2 and 3, power, in its most positive
and dynamic sense, is the ability i mobilize the energy within a school
dlistrict 1o get things done. As an organizational strategy, empowerment (the
process of awarding power) can breathe life and renewal into the organization.

The nonrational view of organizations holds in high esteem three as-
sumptions about empowerment that contribute to the "renewal” orientation,
First. empowerment is seen as an expanding entity within the school district.
Anvone and any department can have aceess to the necessary power available.
A second assumption is that the quisition of support (¢.g., endorsement by
the boss), information (e.g.. techical data), and resources (e.g., human
services) s the basis by which people and organizational wants become
cmpowered. The third assumption states that empowering people in the
organization to influence decisions directly affecting them teads 10 more
effective operation of the school district. However, this last assumption does
not cequate to total detegation or abdication of responsibiline: Kev organiza-
tional decisions maintain their locus of power at the top of the organization.
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With these assumptions as guidetines, lets ook at how empowerment is
manifested at three different locations in the schoob district: the fornal
organizational structure. ad hoc problem-solving teams. and individual mem-
bers of the organization.

DECENTRALIZED DECISION-MAKING
STRJCTURE

As mentioned in Chapter 3. important research on implementation of
district projects. as well as the school effectiveness literature. fands solidhy on
the conclusion that decisions should be made as close to the point of delivery
as possible. Implementation is most successful when those affected by a
decision have an influence on the decision. The question becomes. What kind
of organizational strategy will empower the various units to most eftectively
achieve district and local school goals? The answer is. Practice the principle of
delegation. Actuathy: this answer catls for some qualitication. Delegation is not
appropriate when it comes to such arcas as school board policymaking,
direction expected from the superintendents office. and decisions necesary
to provide consistency and coordination across the district (e.g.. bus transpor-
ation. mujor equipment purchases). On the other hand. certain areas of
decision making legitimately calt for delegation. For example. at the school
tevel, principais and staff should have a major influence in decisions involving
curriculum development. teaching strategies, school personnel, and school
budgets. This means the central oftice will have to give up some control in
certain areas. But if the data spelt out that delegarion for decisions such as
those just mentioned leads to more effective organizational decisions. justit-
cation for clinging to centralized power becomes tenuous at best.

The actual organizational structure for achieving decentraiization can
take various shapes, depending on the history and culture of the school
district. Tepically what happens. however, in a decentratized model is that the
organizational structure reflects lines of decision making consistent with
spheres of responsibility. For example, district instructional decisiors. are
handled at a level within the organizational chart where the central ofhice
instructional managers are located. This may mean that the superintendent,
while maintaining the right of final decision making, empowers he assistant
superintendent of instruction and subordinates with this area of decision
making. Decisions affecting schools include the principals i the problem-
solving 1 rocess. Likewise, principals and teachers are empowered to make
decisions about teaching and learning that directly aftect their student popula-
tion, unless such a decision is a districtwide policy matter. Delegating district

n {b




O

ERIC

Aruitoxt provided by Eic:

EMPOWERMENT

policy amounts to abdication of responsibiline by those cmpowered to deal
with districtwide policy issues (e.g.. the school board and superintendent of
schools).

When all is said and done, the principle of delegation wranshates into
concrete organizational structures conveving the belief that empowerment of
organizational units throughout the school district is the most effective organ-
izational strategy for making things happen. The following itlustration high-
tights the principle of delegation.

SUN VALLEY SCHOOL DISTRICT STUDY

When Mario Sanchez was promoted to superintendent of schools of the
sun Valley School District, he brought with him a long-standing concern that
the districts organizational structure was not compatible with the districts
guiding beliefs about empowerment. As currently organized. the superinten-
dents management team conststed of the superintendent, assistant superin-
tendent for instruction, assistant superintendent for business, personnet di-
rector, and the director of community relations. Within the instructional
services division, the assistant superintendent for instruction chaired a cabi-
net composed of the director of elementary education, director of secondary
cducition, »d coordinators for kinguage arts, math. social studies, and
science. Instrucional issues of districowide signiticance were discussed at the
instructional cabinet fevel, then submitted to the superiniendents manage-
ment team for tsal approvat.

In his previous role as assistant superintendent, Sarichez served on both
the instructional cabinet and the supermendent’s management team. He
observed that on numerous occasions recommendations reached by the
instructionat cabinet were moditied, sometimes drastically, by the superinten-
dents management weani. Principals, in particular, were troubled by the fact
that non-instructional administrators had a major voice on the superinten-
dents management team regarding instructional issues. Sanchez could recall
several instances where the non-instructional team members, white well
intended, influenced instructional decisions without adequate data or exper-
tisce ir Jie area. Sun Vatlev principats would be quick to concur with this. In
cftect, the senior-level instructional administrators were - = empowered to
get things done within the instructional services division. They had to defer
power to the superintendents management team,

In one of his tirst actions as superintendent, Sanchez submitted a pro-
posal to the board of education detegating the instructional decision making
to the instructional cabinet, with final review by the superintendent. District-
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wide policy issues, however. renined within the purview of the superinten-
dents managenient team. This new organizational stracgy. coupled with the
districts guiding beliet regarding empowerment, expanded organizational
power by (1) frecing the superintendents imanagement weam o spend it
power points on items having an impact on the total scope of the district, and
(2) atlowing the instructional cabinet to assume more direct responsibility for
districtwide instructional decisions.

Another cffective organizational strategy is o enipower tocal schools
with decisions affecting teaching and learning within ¢heir sphere of respons:-
bility. This form of empowerment <. several Labeis: school-based manage-
ment, school-based budgeting. anc ».«o0l governance. By whatever name,
the principle is the same: give the schools sutticient information, resources,
and support o mobilize energy at the school tevel. The case study betow
describes the organizational strategy of empowerment at the school evel,

EDGERTON SCHOOL DISTRICT STUDY

The Edgerton School District has professed the guiding belief of de-
centralized decision miaking in the arcas of curriculum, instruction, and
personnel for atmost a dozen years. Their track record shows they made
strides along these lines, with one exception. In practice, the schoot budget-
ing process prevented the ktitude necessary for making instructional deci-
sions in the best interest of the individuat school and community. In other
words, daily behavior related o budgeting did niot match the guiding beliet of
decentralization. For example, school budgets were developed atong five
SCpAraie categories:

1. teacher allocations,
2 abde altocations,
per pupit improvement funds,
4+ program improvement funds, and
S. capial and maintenance funds.

The Edgerton District specitied the number of teachers, by subject arca,
for cach school. For example, all elementary schools were assigned 1 L
brarian, middle schools were assigned 1.5 librarians, and cach high school
received 3 ibrarians, After a fow years of using this system. principals began
complaining about a tack of flexibility in the budgeting process. They felt tha
more discretion should be altowed in the use of resources o reflear the
needs of the individual school. The principals also pointed out that the rather
restrictive process currently in place (the daily behavior) did not coincide
with the guidiiig: betief of tocating decisions as close o the action as possible.
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The superintendent of the Zdgerton District listened carctully to the
principals’ pleas and decided o implement school-based budgeting on a pilot
basis. Schools participating in the project were cmpowered 1o use their
various sources of funds in a flexible manner. For example, a typical middle
school budget in Edgerion resembled the sample budget in Figure =1,

Fig. 7.1. Sample Middle School Budget

Ao leacher allocations 38 X $30.000 = $1.140.000

taverage weacher
salary plus

fringes)
includes 335 wachers
2.0 counselors
1.0 reading eacher
1.5 librarians
B, Aide allocations 2.0 x $£5.500 = 11.000
C. Rer pupil formula funds 885 x 3538 = 45,730
rae enrollment
Do Program improvement funds 3.700
E. Capital and maintenance ) ~.000
Totl school budget S0 207430

The principat was expected to atlocate funds ace rding o the amounts
established for cach category. In contrast. the middle schools participating in
the school-based budgeting pitot project had a different set of ground rules.
The principal and sttt wore empowered o use the $1.207 430 budget in a
manner that responded te the individual needs of the schooi. In other words,
sttt members were not required to use the money exactly as tisted in cach
catezory: they had flexibitine for instance, o decide tha they needed o
fewer teachers. riore aide time, and more program improvement funds.

Although the pitot project in the Edgerton School District cmpowered
schools with more control over decisions affecting their school, this did not
cquine to total autonomy: The superintendent understood that. ultimately, he
assumed responsibility for the educational program in the district. Theretore,
the school-based Budgeting process was subject 1o review and final action by
the superintendent with cach schocl having o justify its recommendations
through a budget presentation o the superintendent.

-1.)’
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Afier two vears of experimenting with school-based budgering, the Edger-
ton District became convineed that this organizational strategy resulted in
better decisions about teaching and learning at the school level than a
centralized model could provide. Thoerelore, Edgerton elected to expand
school-based budgeting throughout the district.

EMPOWERMENT THROUGH PROBLEM-SOLVING TEAMS!

To be effective in this era of change and uncertainn, a school district
requires two npes of organizational structures. Every school district needs a
formal management structure with speciticed tasks and lines of authority for
carrving out the routine business of the day. Every district also needs another
structure, one that is not generally shown on the organizationat charts. This
“other structure” consists of flexible, ad hoc problem-solving teams—vehi-
cles for tiguring out how to do what the organization doesn’t vet know.

But “team” doesn't mean just any weam. Consistent with the assumptions
of integrative svstems outlined in Chapter 1 and reinforced in the chapter on
strategic planning, organizations need flexible structures that combine ideas
from unconnected sources, view problems as “wholes™ related to the overall
mission of the district, enable multiple perspectives to be taken into consid-
eration, and have the power tools to carry out the assignment. In practice,
these structures take the form of participative teams, composed of staff across
virious departments and assembled on an ad hoc basis to resolbve issues that
have disvrictwide nplications,

Before moving to a more in-depth analyvsis of empowerment through
participative tear s, we should point out that the team approach isn't always
the —ast effective strategy. Under the following conditions, emplovees don't
sl on ved to be involved:

« when one individual has greater expertise on the subject than others
in the school district:

® when the solution has already been determined, so that forming a
participative team to “create” a solution would be a waste of organizational
energy:

® when an individual has the ssue as parr of his or her regular assign-
ment;

' The balance of this chapter draws heavily on two imporzant books by Fosabeth Kanter: 77e
Chanige Masiers (1983) and Men and Women of the Corporation (19774 Kanters research
provides provocative insights into how organizations work. Although the research is based on
private sector data, we feel it has major implications for school districts.

su
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® when no one reatly cares much about the issue. including instinces
where the issue is trivial, as well as sitvations where the problem is so broad
it has no meaning 1o the individual: and

® when time dictates a quick decision.

Having acknowledged instances where participative weams would be
counterproductive, the organizational strategy of forming integrarive teams
his proved extremely effective when an organization needs to:

® pool sources of expertise and experience from several departments to
solve districtwide issues;

® allow those who have knowledge of the issue to get involved;

® build organizational ownership on a controversial issue;

® halance or confront vested interests:

® bring multiple perspectives across departments to a school district
issue: and

® develop and educate emiplovees through their participation.

Even when the situation clearly warrants the weam method. unbridled
participation can be disastrous. To effectively use participative teams as an
orgavizational strategy, several dilemmas need 1o be managed.

Dilemma of Getting Started

Imposing participation seems like a cor radiction of terms. But how
does a school district get the batl rotling when it comes to forming teams? If
emplovees are directed 1o volunteer™ for a project. they tikeh witl be
refuctant participants. Also treating participation as a privitege doesn't prove
convincing to veteran staff members who realize the time and commitment
involved in most committee assignments. To be most effective in gaining
participation at the outset of a project, district leadersh., mnst clearly de-
scribe the purposes of the project, state how the organizati: it benetit, and
indicate the expertise needed to get the job done. As emyozees who feel a
commitment to help the organization perceive they have something substan-
tive to contribute toward the issue at hand, thev witl more likely consider
devoting time 10 the weam,

Dilemma of Structure and Management

Problem-solving teams face the curse of oo much freedom. \ague,
muddied, contradictory messages about purpose, timeline, ana avaitable
power lead to immobilization. The committee then wastes valuable time
clarifving purpose, debating timeline, and wondering if they have the clout 1o
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make things b ren. In contrast, when an ad hoc wam has a clearly defined
structure spedfiw che limits, timeline, political realities, and commitiee
charge, thev cai channel their energy toward the issue, without spending
precious time wondering what they're supposied to do and how they're going
to do it.

A related dilemma is one of leadership. Senior ofticials must strike a
balance between giving up total control of the group and holding too tightly
to the reins. Delegation, in its optimal sense, means initially seiting the
parameters, then staving invohed through coordinating resources, reviewing
progress reports, and being available to meet with teams at critical junciures.
Specitied relationships between senior management responsible for ceiwven-
ing the team and the weam itself signal to members that top management does
care about and value the work put forth by the team.

Dilemma of Teamwork

For most members of a team, participative decision making means just
that: involvement and influence regarding the issues facing the team. Kanter
(1983) observed four tvpes of inequalities that can crey an unhealthy
balance between team members’ participation.

Imposition of the hierarchy. For problem-solving teams to be effective in
an integrauve environment, they need to be drawn from across departments
and organizational levels. However, if the higher level administrators assume a
privileged position in the group, what was a strength can quickly become a
weakness. By reproducing the organization chart within the wam, lower
status people in the district assume lower status roles in the problem-solving
team. To avoid this imposition of the formal hierarchy, senior ofticials forming
the team plus the higher level members on the team must demonstrate that
for the purposes of the team assignment, all members enter the team arrange-
ments at an equal level.

Knowledge gap. Another entry level dilemma is presence of a knowledge
gap in the teams. Unless the gap is minimized or eliminated, the poorly
informed compete with the highly informed (who, on most policy issues,
usually are the higher level administrators) as they struggle to make cooper-
ative decisions. In actuality, the less knowledgeable weam members lose
credibility in a hurry, consequently losing power to influence decisions. This
condition undermines the productivity of the team and the legitimacy of the
process. One way to close the knowledge gap is to make the necessary
information, resources, and support ¢. available to all team members. In
addition, when the team is formed wipants should be given a thor-

S<
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ough bricting regarding whatever buckground inte - mation is NeCessary to
operate successfully in the group.

Personal resource gap. Inevitably, people bring t 15 wam setting an
unequal disiribution of personal characteristics and sk.:, . A combinion of
verbal skilis, the ability to conceptualize issues within the broader context of
values, issues and overall direction of the schoot district, plus previous
experience in cross-departmental problem-solving teams enhances the
power of these individuals, A major responsibitin: of group teadership under
these conditions s to tirst recognize these differences when they oceur,
control the “air time™ of the more verbal members of the group, and try to
show that the immediate problems of the group aren't highly dependent on
what group members have contributed in their previous experience on
problem-solving teams. The group leader should also encourage those with a
“personal resource gap deficienay” to become more verbal and become
tailian with the broader context of district perations.

Internal politics of teamns. A school distiets guiding belief abour the
importance of teamwork gets shoved to the background :f, in real life, teams
bring 10 the group self-serving interests and a segmentalist view of organiza-
tional decision making. Politics become thickest when team members feel
they must compete to earner resources for themselves or their department
and when thev belie heir major role on the team is to represent their
departmental or scheeinterests. Conversely, cooperation can be enhanced if
the participants serve as individuals, not as messengers for a constituency.
This can be encouraged by clarifvin,g the district belief that “we believe in an
integrated approach to probler:; «lving. We're all in this business together,
working cooperatively not comptitively: to achieve school district goals.”

Another source of political ension within groups is the convening of
people who represent fartions tha have @ history of hostitity and mistrust.
Bringing these tensions to the wam table likeh witl lead 1o even more
hostility and eventually to diminished group productivity: A successful strategy
used in tabor management groups is to lay a careful groundwork consisting of
improved communication channels, demonstration: of good faith efforts on
mutually important issues, and resolution of nuisance issues before the team
is called wogether. Suppose, for instance, a school district administration svants
to form 2 joint committee of wacher union representatives and senior school
district ofticials to develo; wavs to give teachers more recognition. Assuming
such a cooperative venture has never before been proposed, the superinten
dent probably will need to meei quiethy with union leaders in advance to
build a trust level, establisk informal communication between the wo
groups, und head off is many issues ss possible before the group is convened.
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If. for example. the anion is wary that d-isions made by the commitiee will
be seen as preempting the official unios decision-making process, the super-
intendent and union president could strike an agreemonn 1o refer all deci-

sions that have possible teacher contract implications - enion bureaa:
cracy tor approval. By resolving this issue ahead oo e union-
administration committee can avoid these politics in cong e

Dilemma of Winding Down

Once team members overcome barriers to suceess, they may find tha
the taste of success s one worth sustaining. Relinguishing power isnt asu
and the amaount of power accruing to a well-oiled tean s tormidable. ften
these teams stand ready o expand their original charge or took {or com-
pletely new assignments to e point of fobbying for standing committee
status. A refated ditlemma is development of primary altegiance s the team
rather than to their original constituency: This altegiance makes v ceen mere
difticult to wind down. Theretore. careful planning is necessary to orchedrate
the life and death of the teams, and ground rules must be established tha
spell out the conditions signaling their demise.

GUIDELINES FOR PARTICIPATIVE
DECISION MAKING

Participation is not the answer o solving alt organizational problems, It
is. however, a viable strategy that empowers people across the school district
to pool their informutior  sources. and support networks in an effort to

tackle tough probiems a v emerge in the disirict. As this section has
iltustrated, even whent otk seems the most togical approach 1o school
district problem solvin. ak- his process work effecively is not an casy

matter. To be effective, participaave decision-making teams shoetd operate
within the following guideline

@ assignmeni of meaningful, manageable tisks with cle. poundaries;

® a carcfully delincated time frame and set of reporting refationships:

® . mechanism for involving atl of those parties with a stake in the issues

@ a moech inism for providing visibitity, reward, and recognition for team
cfforts; and

e clearly understood pricesses for the formation and dissolving of
groups, along with an understanding of how t.eir work will be used after the
life of the team.
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For a school district 1o be successful in the u~c - ¢ participative decision-
making teams. the district must invest a lot of encergy in atending o the
conceptual and practicat details of nuking them function effectively: However,
the end product is awidh it a process for energizing the griass roots and
empowering thoemy in an integrative wav to strengthen the organization,

POWER TEROUGH PEOPLE

Traditionalhy: power has been associated with tdes and placement on the
orgamizational chart. But real empowerment. the abiliy to get things done,
comes from access to the powes wols of support. informaticn. and resources.
As school districts seek 1o expand access o power within the organization.
they reatize thar a critical organizaional strategy is to empower individuals.
This can occur in o wavs, through selected activities and through the
butlding of alliances.

Empowernient Through Selected Activities

Individual emplovees usually dont accumukate power points by per-
forming their assignment in a routine manner. Even doing an excellent job of
what is expected doesnt enhance a persons sttas in the organization.
According to Kanter (1977). only selected npes of job activities increase the
power of per.;ons within the organization. Speciticallv, activities coniributing
to empowermen’ should meet three criteria: (1) they are extraordinary, (2)
they ure visible, ard (3) they are relevant 1o pressing organizational problems.

Extraordinary activities. If the school district routinizes alt assignmentis
by reducing opportunities for creativity, risk taking, and experimentation. the
district diminishes any hopes tor people o perform in extraor-dinary fashion.
In contrast. eatery rising schooi districts can actually ere..c oppreun: ¢ for
extraordinary activities in several wavs. First, disticts can comsiruct new.
exciting positions with access 1o necessary power tools. Emplovees who are
the rising stars could be encouraged 1o assume thiese positions, thereby
enhancing their personal power. as well as contributing surengt- o the
organization. A second way to engage in extraordinary activities is to innovite,
Emplovees who are willing 1o take risks by swking clim o innoviive
projects can accumulate resources. information. and support for the subse-
quent activities. If successful in their venture. emplovees can count on added
empowerment within the organization,

Visibiliey: Invisible assignments are those which are part of the stndard
operiting procedures of the district. Just being a principal Jdocsn't automti-
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cally create visibility. For activities to enhance power, they have o attract the
attention of others in the school district. For example, jobs that bridge more
than one department end to be snore conspicuous (e.g., the coordinator of
nursing services who works directly with the depariment of pupil services
and the curriculum department). Similarty, having contact o a regular basis
with special educaton staff as well as regular educaucon staff or having the
opportunity to work in more than one school heightens visibility:

Another wav to be noticed is through participation on kev committees. In
general, serving oa o school reading committee isn't enough. However,
working on a joint teacher administrator committee revievwing the weacher
avaluation svstem likely will lead to districtwide exposure. Alse, being se-
tected to participate on a citizen-school district task force charged with
developing recommendations for desegregation probably will be an aten-
tioni-getter.

A third source of visibility is frequent job mobility: This isn't job-hopping
every vear or two. But a change every three or four vears gives the emplovee
multiple perspectives on the organization and gives him or her more ex-
posure across the district. As people move around, they have the opportunity
to strengthen their repertoire of power tools. They also can strengthen the
network of people who can help them mobilize resources in the district. This
breadth of knowledge about the district and increased contact through the
organization especiatly come in handy whet, individuais are seeking promo-
tion in the organization,

Releveenicy: Even extraordinary and visible activities won't necessarily tead
to individual empowerment without the third ingredient—relevance, which
is defined! s whether or not the activities are associated with pressing school
district issues. As an illustration, assume a school principat decided o press
for educational reform by developing 2 continuous progress program in the
school. The purpose of such a program is to der awav with grade levels and to
allow students to learn at a pace and level appropriate for them. The project
may be considered extraordinary and highly visible, I' .- assume also that the
school board, applyirg th+ rational model. is in tf.  middle of rving to
standardize its curriculuny across atl schools. Clearly 6+ . continuous progress
program faiis the relevance west. In fact, it proves contrary to the districewids
issue of standardizing curriculum. Conclusion: no added empowerment
withé 1nc organization for the principal. On the other hand, imagine a
principal who responds to the school boards effort to decentralize curricis
lum decis'on making by voluntee. >+ to be one of three schools in the district
to try schr-ol-based budgeting. Assumu,g the project is highly successtul, with
teachers expressing strong satistaction because they have more intluence over
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local curriculum matters, then power will accrue to the principal becaruse all
three criteria are met: the project was extraordinary, highly visible, and
relevant to district issues.

Empowerment Through Alliances

A sometimes overlooked basis for indivicual empowerment in a school
district comes from colleagues working at various levels in the hierarchy: In
this section we describe how empowerment results from three sets of con-
nections: senior-level administrators, peers, and subordinates.

Sponsors. Because of their position and ready access to power, the
leadership of an organization has the clout to empower those at lower rungs
on the organizational la “ler Referred to as sponsors. “hese senior-level
administrators play four unportant functions in the empowerment process.
First, thev assume responsibility for ensuring that appropriate introductions
are made to key administrators in the organizational hierarchy. Second,
sponsors can defend an individual when he or she is the center of controversy
during closed-door management meetings. Or, on the posmvc side, spensors
can recommend an individual for promising assignments, which will fusther
empower the employee. Third, sponsors can cut red tape, bypassing t usual
chain of command. By extending a “drop by amvtime” invitation to selected
ind.viduals, sponsors can dispense information znd short-cut the formal
communication structure via these informal relat aships. The fourth func-
tion of sponscrs is to . ovide powerful backing at sirategic times. For employ
ees located in middle and lower slots on the organizational chart, a big chunk
of empowermen. omes from the credits they've earned thiough access to
resources in the form of backing by influential administrsiors. One note of
caution, ho«.cver: the wider the organizational distance e sponsor and
the person sponsored, the more tenuous the einp: waseong relationship.
Individuals should not place all their chips on the bae ot = ingle sponsor.

Peers. In research conducted within the corporawe sector, peer accep-
tance was identified as a prerequisite to building a power base. as individucts
move through the ranks, they find that their track recora for w wking with
peers becomes critical in future situations where power tools are needed. Vor
instance, if an entry level administrator developed a reputation for sharing
information and shering success with peers, this reputarion can be a powerful
lever (even in she form of accumulate2 chips) as the individual moves up the
organizational ladder. Suppose. for instance, a middle school principal in the
TFort Sioux School District applies for the position of director of secondary
education. Members of the selection committee who are peers of the candi-
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date recall and ocak favorably of instances where the candidate went o et
tengths 1o work cooperatively with colleagues and assumed a major lead-
ership role among middle school principals as they revised their curricutum.
Such a solid reputation among peers proved to be the swing factor in
choosing the middle school principal for the director position.

Subordinates. Empowerment doesn’t always low from the top dowa,
Senior administrators can enhance their own power by building alliances
with subordinates. particularly the rising stars. In its most extreme and seltish
case, sustzining these alliances becomes important because the subordinaee
could suddenly become the boss. More often. though. senior administritoss
must count on those tower on the organizational chart to implement policies
and programs that the board of education and top administration develop. In
addition, high level administrators acauire extra credibiliny and concomitnt
empowerment points when they can ke credit tor rising stars uier their
tutelage.

Hollow Power: Accountability Without Clout

So far, the discussion has highlighted the ingredients for individual
empowerment, ways in which emplovees can baild & power base with the
help of superordinates, peers, and subordinates. The flip side of this discus-
sion centers or fose who have power ofticially vested in their position but
end up powerless in a practical sense.

One of the worst situations for managers is when their position holds
them accountable for certain results but they Lack the ability and credibility o
fultilt the expectations of their position. Consider for example, o director of
clementary education who supervises att elementary principals in a school
district. If the director can't run effective mectigs. can't satistactorily resohe
disputes among the principals, and doesn’t understand the district budgeting
process, it won't take long for the principals to turn to someone elsz (e.g. the
superinendent) for bel~ When this happens, certain behavior patterns can
be anticipated. . ~odirector of elementary education will boss
whome - o 1s - - udie cae The irony of this Behavior is that the director (swho
is prac- 4 aerless) may atempt to be more controfling thin ever.
Withour he usuil empowerment tools aailable. this administraror likely will
resori 10 the levers of reward and punishment. Revards take the form of
bending rules, and punishment occurs through enforcing the rules. When
these power tactics result in resistance and anger by elementary principats,
the director may resort to more controtling behavior.

A second behavior pattern of powerless teaders is a lowspsk, play-it-safe
attitude, Making sure that evervthing is done right is the 2"y response tor
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those whe lack suthicient empowerment, and thev demand this kind of
ritualistic conformity from subordinates. In response to organizational
powerlessness, these managers guard their own territory jeatoushy: They “wail
oft” their wrf and protect against any intrusion from outside their division.
They also discourage those within the division from going bevond the
division boundaries for resources to get the job done. This behavior results in
the segmentalist approach 1o organizational life that we have identitied as
contributing to organizational inctfectivencess.

CONCLUSION

The above di < assion graphically iltustrates the importance of empower-
ment ia order t nuake things happe. within a school district. Those who
secure enpowerment points bevond their ofticial boundaries establish in-
creased credibility, which serves as a basis for more power. As Kanter pat it
(1977
The powerfur are not only given material and symbolic advantages but they are also
provided with circunisrances that can make them more effective mobiy, . s of other
people. Thus they wan accomplish and, through their accomplishienis, generae
more puwer. As this builds. they can build alliances, with otker people as colleagues
rather thar ihreats, and through their alliances generate more power (p. 190).

In contrast, the powerless are caught in a downward spiral. The control-
ling behavior of powerless feaders vlicits further resistnce to power, provok-
‘g2 more cule-minded atempts at power, leading to a segmental orientaion
with no rewards for risk takesg, change, avst ulumatele orowth.,

In todavs changing environment, school distr Pasegmental
oricntation. Thev need teadership with a visic: ategrate e
concepts of the nonrational model with flexil Lo stradegices
designed o anticipate changing conclitions in ot At effectively carry

out the mision of the district. The leadership cha, Cacristics for such a
challenging assignment are the subject of Chaprer 8.
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INTPODUCTION

Itis appropride o move immediaely from a discussion of empower-
ment into a discussion of leadership, since empowering others is one of the
most important things an cffective icader can do. In one sense. the effective
leader serves as a power sovree for the orgenization. However, rather than
doling ost pertions of a fixed entinye o fortunate others, the effective leader in
the noaraticnal organization generates power. Under the leaders successful
cttorts at empowerment, power grows as an entity in the organization.

A FRAMEWORK FOi: LEADERSHIP

It should be apparent that a great deal is called for from 2 leader in the
circumstances of rapid change and contlict we have describedd. Such a person
must grasp the organizational concepts discussed so far and be able to
implement the strategies we have developed. All the excellence literawre,
both that about schools and the srivate sector as well, converges on the
importance of effective leaders,
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Althe ontset, we need to construct a framework that will underscore the
imporance of the nonrational worlds context for leadership. This framewe rk
is buils - ihe material in the preceding chapters. This context for leadership
is as important as the teadership qualities we are about to discuss. Otherwise,
there v 1 danger that the qualities we develop will fose any meaning except
for tisir conventional denotations, which have the character of keadership
literature clichés. For example, it is useless to suggest that a leader needs 1o
have vision, unless that quality is anchored in the context of a nonrational
view of organizations. If vision is not informed by knowledge of that context,
in our judgment it may become delusion.

With this caveat, then, the leader in a nonrational world must be capable
of assuming responsibiliny for the sequence of activities outlined in Figure
8.1. Each of these activities is developed in the following sections.

Fig. 8.1. Leadership in a Nonrational World

U NDERSTAND ANIS ASSESS UNDERSTAND ANDY ASSESS
WORLD OF WORLD BEYOND
ORGANIZATION ORGANIZATION

FORM AN MPTIONS
DRAW  CONCLUSIONS

'

CONCEIVE AND CONSTRUCT
VISION OF ORGANIZAFTON'S FUTTURL

i

APPIY APPROPRIATE
ORGANITZATIONAL STRATER IS

'

CONVERT VISHON INTO
ORGANIZATIONAL REALITY
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Understanding and Assessing the World Within and
Beyond the Organization

The leader must know hes organizations really operate. and not rely
solely on tradivonal views of how they should operate. The leader must
understand both the rational and nonrational models for thi=ting about
organizations and reahiy

Rnowing the world within the organization means ke o be cubure
and knowing how to work with it Persuasiveness. cacisg: - 4., and the
ability o marage symbaols are insoortant skitls, Rosabet!s @i (19834) de-
scribes skitl “in persuading othicis o invest information, support. and re-

sources in new initiative 7 as a “power skill” (pp. 35-30) We have pre-
vioushy mentioned Y- -t Lition of those three commoditio as tools for
cmpowerment of or sarallyv, the effective leader wili He skittful in
convincing people it v srlaization o invest their resources in promising
initiatives, and by do: o il inerease the power and cohesiveness of the

organizational culwure.

The leader also influences the culture of the school district by serving in
the role of weachier. The effective leader continuoushy wackes the vision,
vilue s mission. goals, and objectives of the organization o others. In this
contest. leadership means assuming responsibility for creating a flow of
purposeful and unifving images throughout the organizational culure.

As an adjunct w teaching and persuasion, as well as o establishing the
proper organizational culure to support innovation, a teader must know' the
importance of symbols and have skill at using them. For example. symbol
management includes: consistently reintorcing the vatues most important to
the organization, distributing reward and praise to those who perform well,
atending events that have symbolic importance to the district, and repeated by
emphasizing those accomplishments that demonstrate constaney in purpose
within the organizadon. Through dcader behavior in these and other arcas.,
images are created that come o characierize the organizaion,

The nonrational feader must have a solid understanding and knowledge
of those demographic and cultural trends outlined in Ghapter 1. These trends
represent an important aspect of the world bevond e organization—the
external environmient. Furiher. a leader needs a personal sirtegy for environ.
mental scanning, in order to stay abreast of change in the external environ-
ment. This is not a task that can be done once, then forgoten. The monitoring
and interpreting of events is something the nonrationat teader does continu-
ously and systematicathy: This skill is referred o as versatitity by some writers,
and is paired with focus (Hickman and Silva 1984, pp. 199-200). Focus
requires concentration on detiils—a few at a time. Versatiline requires the
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opposite—"the capicity 10 embrace ar i articipate i an aver-hanging
world™ (Hickman and Siha 1984, p. 1770V ersaciliny bielps to anticipate change.
focus o implement it

Forming Assumptions and Drawing Conclusicns

Having successtully adiieved a solid understanding of the world within
and bevond the school district, the feader must use these da o form
assumptions and conclusions about the organizaon and the external en-
vironment in which the organization is operating. ~c3 fstance, the five “new”
assumptions listed in Chapter 1 might be likeh e This all merges into a
unificd view of the organizational gestatt, and wllows the tcader o begin o
see a direction and future for the organization. Then the nonrational leader
must take perhaps the most difheult sep:

Conceiving of and Constructing a Vision of the
Organization’s Future

Vision is a prental journey from tie known to the unknown (Hicknan
and Sika 1984, 5. +51) The leader creaes a future trom a montage of facts,
hopes, dreams, and forecasts. Vision is the produe of exercising many skitls
in a holistic way to create @ mental picture of whit the tuture could and
should 1ook tike. It is not undisciplined davdreaming: it is. more than a short
intuitive flash. This developing vision has four dimensions.

Foresight. Looking into the future, the leader is able to sense not only
what will happen. but on what time schedule. to anticipae those items that
need short-. medium-, and fong-range planning. The leader develops ot eps-
cial feel for time. including a sense of the rates of change and the time
required to plan and respond.

Hindsight. At the same time, the feader fooks backward. The develening
vision cannot viokaee the culural norms of the organization. The history of the
organizition—its past trials, heroes, and symbols—is critical in buitding the
future. The external environment’s history in regard o the organization and
ite pust is also crucial. The nonratonat teader finds wavs to learn about this
past, and how tointerpret it.

A note of caution 18 needed here. Tepically, svexamined individual and
collective visions of the past tend to err-—usually in the direction of a more
positive interpretaton than the actual reality we witd warrant. The tendency is
to ook back on the past as a kind of “goiden age™ or “Camelot” perhips
stemming from a nawaral human ability to suppress bad experience. As an
effective use of hindsight, the nonrational feader mav have the unpleasant task
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atcorrecting such unexamined visions of the past for the benetit of 1he: rest of
the organization.

Depth pereeption. The nonrational leader is able 1o sec the hig picture. to
see how all the parts work together as a twtal svstem. The feader also s
capable of holding ditterent points of view so that multiple possibilities can
be seen. For instance, the nonratonal educational leader can see things from
the insiractional side and from the business side. from the view of the
personnet director. from the view of the principals. from the union leaders
and the rank and tile. Depth pereeption extends bevond knowing the tradi-
tional wisdom about how various groups sce the workd, Leadership means
understanding what life looks and feels like for these pe ple in this particular
organization. Understanding and assessing the organizational culture is inval-
uable in developing depth pereeption.

Peripheral vision. e have already stated the need for scanning hevondd
the organization: the nonrational leader needs o know what's going on “out
there” and needs asystematic way of st g informed. Tt should be stressed
here that the Teader doesn’t seck just a 2indom collection of facts about the
periphery of the organization. In fact. 0 cach of these four directional
ractapnors for vistori. the emphasis is -+ svnthesizing what is known into a
cohesive picture thae will contribute «- he leaders ultimate vision for the
organization.

In summary. the visionary leadr ocs more than dream in a stream of
consciousness fashion Each of the aaacnsions just described combines o
create vision with afocus. Nextthe Fooier s ready to start niaking the vision a
reality

The effective leader will seek e most powertul way 1o present this
vision 1o the rest of the organ:-sion. Commiunication skills. particularly
creative ones, are imporant at this poant. Flueney in creating effective analo-
gies, metaphors. and symbols s essential. Like the ke Rav Kroc of McDonald's
fame. the Teader must help others see “"beauty in a burger” A recent example
that came to our attention may help.

The leader and swff of a gificd and taked program housed as a
separate scho-inits own building had been hoping that the districts
reorganization: plan would move them o a new site. The program had
experienced a number of problems, and many negative teelings were associ-
ated with their current physical plant. However, district action, while remeon-
ing the source of some key instructional problems, fett the program a its
current site. The leader told us thae she and her st felt as if they had been
placed in a . deding that was then wrapped tightly with Saran Wrap. She was
reminded, Fowever, that some key problems were eliminated. She agrae i,
and then, in order to change this suffocating vision of the future, the feader
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decided v create a new image and share i wah the st she dedided o
envision ‘he building as wrapped in soap bubbles. m order to present to her
st a feeting of new freedom and opportunin: She and the staft then decided
1o starc the next school year by having everyone, including the students, write
their frustrations on hetium battoons and release these as a first-day activity.
This image has started the stadf on a number of other innovative ideas for the
coming vear. ftsenves as an example o show how selection and communica-
tion of images can transtorm what is essentially the same situation from a
problem o an opportunity.

Applying Appropriate Organizational Strategies

In carlier chapters. we discusses! two major organization i ostrategies:
strategic planning and empoweriien”. e ertective nonrational feader has
major responsibilities & compeyscis in these tvo areas.

Strategic plamicr orgat. zational straegy Hows from threv assump-
tions:

1. The nonrational modet accurately describes the reat world.

2. W tive in a dvnamic world of rapid change: this is not just a tempo-
rary condition until we get a rational handle cn things.

3. The externat world is inextricably hound into our nlanning clforts,

With these assumptions in place, leadership skitls beeorac critcal iz the:
arcas of scanning, monitoring, and interpreung the ensfronmeat and 1he
organization. Successful leaders need the skitl o focus simultancousiy on e
past, oresent. and future, combining the skills of historian and futa: ¥ith
the rapid pace of change. a leader will find dmelines for impler-entation
evaporating unless he or she has a good sense of the flow and meaning of
events in the nonrationat world.

Another quality that s valuable in strategic planning is patience.
Strangely, perhaps, patience is a skill refated o vision, and an enabling skill
that assists other skills 10 be effective. As Hickman and Siba put it (1984,
p. 223), 7If vou have develepa s thoughtful strategy and have fostered the
kind of culture vou need to sphement it suceessfully, you must be padent to
see vour visicn throe b o its conctusion. Otherwis vou pre shably lack taith
in vour vision.” Whiic we wili not discuss “faiti” s an ditribuic of feaderbip,
the reader could contemplate its place in the scheme of things. Impatience for
quick fixes and botom line rearns, coupled with a Lick of faith, has probably
destroved many good corporate visions.

Empowerment. Empowerment oceurs when maore v obeand unns in
the organizaton gain access 10 support. inforr - wirces. 're
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viousty, we argued thae people could be empowered at three kaels in the
organization: the formal structure, ad hoc teams, and individual members of
the organization. The effective nonrational feader needs 10 have skill in
working with cach of these levels.

The leader sees units of the organization as interdependent ind sets up
structures that create an integrated svsiem. with crosscutting refationships
and decentratized decision making. When decision making is decensralized,
the teader needs skill in persuading others o invest their efforts in the ideas
of entreprencurs and creative subumits. The teader needs 1o be especialhy
skilled in bridging the gaps betwenn sserest groups.

The leader also must have sk« setting up ad hoc problem-sobving
teams. These teams are formed in such a way thae they combine ideas from
unconnected sources. view proslems as wholes, ke multiple perspectives
on issues, and have the power 1ols o carry out the assignment. 1n providing
the power tools. the feader again has 1o be effeaive in persuading others 1o
invest time, information, and resources in teamwork. The effective leader atso
needs o have skills in masiaging the probleme and dilemmas that oceur with
the use of wams. Some major skills thar belp here are sepsitin iy, paticnce,
appraisal skill, versaitivy. and teachin; abilin: These skitls will atso have been
used in cresting the organicational structures, and thev will be vial in the
third level of empowerment.

The third fevel is empowering people. Here, the feader CMPOWCrs
people by assigning extraordinary activitics, by rew arding str performers,
and by forming empowering atliances. Making the proper choices here
requires the nonrational leader to exhibit anaiviical skitls, inwitional skilts.
and interpersonal skills,

Converting Vision into Organizational Reality

The togicat conclusion from folloving the above steps over time will be
to convert the vision the leader had for the organizaion into reatity. Commus
nication skills mentioned carlier are particularly critical in this conversion
process. The organization should not be configured in a way that reflecas the
vision. The organizational reatity will reflect not only an undersianding of the
organizanon on the part of the feader but atso an anderstanding of the
context for organization. The culture of the orgarizzao.a will be known o ihe
teader: its symbols, ritwals, and guiding beliefs will be known 1o ail. The
organization will behave in wavs consistent with its beliefs, Ulimaehy, the
existence of a healthy organizational culture will be the lirmus est of whether
a proper vision has been successfully converted 1 organizational realiny
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LEADERSHIP SKILLS

Throughout the previous section, we referred o a variety of leadership
skitls. abitities, and quatities that are dependent on the context in which they
are being exercised. We do acknowledge that a repertoire of skills is impor-
tant. It might now seem appropriate to proceed with a list of skills, which we
then would formally detine and discuss. However, to creste a list and discuss
each skill in turn has a pitfall. Providing such a list implies the skitls are
discrete and logically leads one to a skill development approach to lead-
ership. While we would agree that work on discrete skill development could
be incidentally helpful to the prospective leader, our basic position is that
good leadership comes from thinking about organizations in certain ways,
and then taking appropriate action based on that thought. In other words. the
leader needs the nonrational model and its strategies to shape his or her
thought and action. The skills, abilities and qualities must operate in concert
to create that thought and action—rarely are thev separately or seriatly
exercised.

Having made a pitch to avoid separation, we want to violate our own rule.
There £ one quality, above all others, that serves as a center to hold things
together in a nonrarional world. It is the one characteristic that is absolutely
essential to leadership, binding all skills into an effective whole. It is integrity:

THE FUNDAMENTAL NATURE OF INTEGRITY

The word “integrity”™ comes from a Latin root that means “whole™ or
“entire.” The word itself means that something is sound; in an unimpaired
and uncompromised condition. It also can mean adherence to a code of
values, be thev moral or artistic. When applied to people, it carries a sense of
incorruptibility and wholeness. People who have integrity have a strong
center or core of values and skills that hold things together. The concept we
discuss comprises all the above elements.

Some 1,500 managers and executives were asked to identify and rank
qualities most admired in subordinates, colleagues. and superiors. Integrity
was the highest rated quality for all three groups. For superiors, it even
ranked ahead of the quality of leadership. A related concept, honesty, also
ranks high in such survevs, as does responsibilit. We argue that it is this
“integrity complex” that serves to hold together all the previously discussed
dimensions of leadership. In fact, Cunningham (1985, p. 20) cites integrity as
a kev symbol or hallmark for the quality organization, as well as the leader.
Without it, organizational endeavors and leader behavior can deteriorate into
ad hoc opportunism.
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If integriny. through leader modeling. becomes a guiding betiet of the
culture, it has great power. A leader who demonstrates such qualities inspires
trust in subordinates. The leader will not have to constantly prove the good
intent of his or her actions. Further. if integrity is a guiding principle, then the
leader can trust subordinates. This in turn opens the door to decentratized
decision making, waming. and empowerment—Dbasics for making the nonra-
tional organization successful.

It could be argued that integrity can't be taught, that it is part of ones
character. Perhaps. But we feet integrity can be willed in an individual and
created in the organization. It is a matter of personat choice. And so. the
principle is under the control of individuals and organizations, which is all
that maters. We also feel that conscious application of the other skills,
attributes, qualities. and processes of the nonrational leadership modet will
have the effect of creating many opportunities for integrity 1o be exercised
and thus practiced.

In summary, the integrity of the leader and the organizaion created by
the leaders vision becomes the point of stability for people in the rapidly
changing and ambiguous social environment described by the nonrational
model. And so, again, without this central anchoring place, attempts to deal
with the rapid change of our world through adjustments in the organization
will probably be unsuccessful, even if some other aspects of the nonrational
model are in place.
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Applied to the School

INTRODUCTION

Up to now our analvsis has dealt primarily with the organization of the
school district. While we have occasionally made reference to school build-
ings or to school principals, we have not applied the nonrational model to the
world of the school. We firmly believe, however, that the principles embedded
in the book thus far are relevant to the organization of the individual school.
In this chapter we illustrate how the nonrational world view can be used to
think about schools by discussing two aspects of school organization that are
crucial to understanding and promoting school improvement: building
culture and principal leadership.

In the discussion that follows we do not simply transfer ideas and terms
from the district to the school. In part this is because the two organizational
levels are dissimilar enough that substituting “school” for “district” and
“principal” for “superintendent” could be misleading. But, it is also due to
our beiief that the nonrational world view is not a formula to be mechanically
applied. Instead, it is a way of thinking about organizations, in this case
educational organizations, that is poweiful precisely because it more accu-
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rately reflects the changing reality of those organizations. While this chapter is
not an exhaustive treatment of the nonrational model and school building
organization, it does provide guidance as school administrators contemplate
professional activities in a nonrational world.

SCHOOL CULTURE

Within school districts, a special form of subculture is the culture of the
school. In fact, school culture has become particularly significant as re-
searchers attempt to uncover the characteristics of effective schools.

For instance, from an effort to understand why some elementary schools
are relatively more succ-ssful than other schools serving similar populations
of students, cukure has emerged as the most persuasive explanation
(Brookover et al. 1979, Cohen 1983, Hawley et al. 1984, MacKenzie 1983,
Purkey and Smith 1983). Schools considered more “satisfving” by teachers
and swudents had different cultures than did schools deemed less satisfying
(Goodlad 1984) Middte schools judged as contributing to positive adolescent
development were described as having distinct calures or “personalities”
(Lipsitz 1984). The "goodness” ascribed to exemplary high schools by Light-
foot (1983) referred 1o the schools' overall culture rather than to five or six
distinct elements. In the debate over the merits of public versus private
schools, the culture of private sckiools is assumed 10 be partially responsible
for their alleged superiority (e.g., see Coleman et al. 1982). Research into the
implementation of innovations has sharpened ous understanding of the
power of school culiure in determining the faie of proposed reforms (see
Sarason 1971), and recent discussions of teacher effectiveness have empha-
sized the influence of aspects of the school culture on classroom climate and
instructional techniques (e.g., Lieberman and Miller 1984, Rosenholtz 1985).
Finally, though they do not speak directly of school culture, the reforms
proposed by Bover (1983) and Sizer {1984) would alter the organizational
structure, normative values, patterns of behavior, and so on, of high schools
and result in the development of new institutional cultures at the building
level.

In discussing school-level cuiture, a degree of cenfusion unfortunately
arises from the use of multiple terms. Some researchers favor ethos (e.g.,
Rutter et al. 1979) or climate (e.g., Goodlad 1984), while others substitute
moral order (Cohen 1983) or learning environment (Hawley et al. 1984).
Still others talk aboui school social systems and separate culture from social
structure (Brookover et al. 1979), and a few attempt to expand the concept of
culture by locating it within an ecological perspective (see Anderson 1982).
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Admittedly, it is inaccurate to emplov these erms interchangeubly. However,
for our purposes the phenomena all these wrms represent can legitimately
be included within the concept of culture. Therefore, to reduce confusion we
use ctdrure here 1o refer to those aspects of the school that generally retlect
or siructure the guiding beliefs and daily behavior of swff and students.

A second difficulty in examining school culture arises from the lack of
precision with which we can evaluae culture at the building level. Readily
available and easily nsed instruments are not vet widelv available to assess the
nature of a schools culture. Of those that are reasonablv accessible, few
appear w be have been submitted to rigorous tests for reliabilinv or validity
{Guzzetti 1983) However, at least two instruments (Connecticut State Depart-
ment ot Education’s school eftectiveness questionnaires: Santa Clara County
Office of Education’s basic school profile) seem to differentiate among
schools and can serve as models for other schools and districts, At a more
informal level, however, even the casual visitor can detect variations in the
“feel” of a school, variations that we argue are due to the differing cultures of
each building. The problem, of course, is how to make something that is
palpable and powerful, hut difficult to quantify, work for us (Deal and
Rennedy 1983),

Before suggesting a framework for assessing buiiding culture, here is a
summary of what the presenr knowledge base tells us about school culture.!

® School culture does affect the behavior and achievement of ele-
mentary and secondar:,’ school students (though :he effect of classroom and
student variables remaius greater).

# School culture does not fall from the sky; it is created and thus can be
manipulated by people within the school,

@ School cultures are relatively unique, whatever their commonalities
(e.g.. sense of leadership, clear and shared goals), no two schools will be
exactly alike-—~nor should they be.

® The elements of scrool cu'ures interact with eachi other to produce a
whole that is greater than the sum of its parts; while individual aspects of the
scheol culture can affect a child for better or worse, it is the child’s encounter
with the entire school culture that scems most influential.

® Particularly, but not exclusively, at the secondarv level, different groups
of students (subpopulations) experience the school’s culture differently; simi-

! See Anderson 1982, Bacharach et al. 1986 Brookover et al. 1979, Cohen 1983. Coleman
¢l al. 1982, Gooulad 1984. Hawley et al. 1984. Lichermar: and Miller 1984, Lightfoot 1983, Lipsitz
1984, MacKeniiv 3583, Purkey and Smith 1983, Rosenhoitz 1985, Rutter et al, 1979, and Sarason
1971

el

P,
S
et

M



O

ERIC

Aruitoxt provided by Eic:

PRODUCTIVE SCHOOL SYSTEMS FOR A NONRATIONAL WORLD

farly, students” peer enltures andror community cultures nuy not be in har.
mo:y with the schools.

#® To; the extent that ii prevides a focus and clear purpose for the school,
culture becernes the cohesion th it bonds the school together as it goes about
its mission.

® Though we concentrate on its beneficial nature, culture car be coun-
terproductive and an obstacle to educational success; culture can also be
oppressive and discriminatory for various subgroups within the school.

® Lasting, fundamental change (e.g., in organizational process or wacher
behaviors) requires nnderstanding and. often, altering the schools culture:
cultural change is general” . slow process.

The Characteristics of a Healthy School Culture

With these summary statements in mind, we turn to the components of a
school culture that are conducive to teaching and learning. The specific list of
components can vary depending on whose research is cited. We think that
there is insufficient evidence to permit selecting anv one portrait as the best
analvsis. Moreover. there is a great deal of similarity among the portraits—for
example, all include strong leadership (though the potential sources mayv
vary), all emphasize order and discipline (though the conceptions of an
orderly environment may vary), and most acknowledge the importance of
collaborative work and planning (though the extent to which decision making
is democratized may vary).

It could be argued. therefore, that choosing a description of an effective
school culture is largely a matter of institurional preference. School improve-
ment then becomes a matter of using the list of research-based characteristics
as a tool w0 assess the school’s culture and as a guide in generating a coherent
and svstematic plan that mobilizes the schools staff to collectively work
toward specific goals.

However, different descriptions of effective school cultures reflect some-
what different assumptions about the educational outcomes that are valued or
given precedence. For example. some lists emphasize basic skills acquisition
(e.g.. Brookover et al. 1979, Edmonds 1979) and are not concerned with
changing the nature of the school as a workplace for the staff or with reducing
alienation by fostering community feeling among staff and students. In that
light, the choice of a particular portrait of an effective school culture is
important, precisely because it shapes the precess and content of the change
process. With this influence in mind, we have selected the 13 characteristics
presented by Purkey and Smith (1983) that were developed out of a cultural
perspective on school change. Implicit in their conceptualization is an orien-
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tation toward academic achicvement as a valued student outcome and toward
staft collaboration and shared decision making as a means of improving the
quality of insututional life in schools.

As described by Purkey and Smith (1985, pp. 358-339), the 13 charac-
teristics of a good school culture are as follows,

L. School site management and democratic decision making. Staffs of
cach building are given a considerable amount of responsibilin: and authority
in determining the exact means by which they address the problem of
increasing academic performance. This includes giving staffs more authorin
over curricular and instructional decisions and allocation of building re-
sources.

2. Leadership. Though we are suspicious of the “grew principal” theory,
strong leadership from administrators, teachers, or integrated teams of both is
nec.ssary to initiate and mainain the improvement process. Lacking indige-
nous leadership, owtside change facilitators must be provided.

3. Sty stabilin: Frequent transfers are likely to retard. if not prevent.
the growth of a coherent and ongoing school personalin: especially in early
phases of the change process.

1. Curriculum articidation and orzanization. A planned. coordinated
curriculum that increases the amount of time students spend studving basic
skills and other academic disciplines is likely to be more productive than the
broad curriculum comron in many schools today: A rich, in-depth curricu-
lum at the secondary level that challenges all students, though no directly
suggested by the effective schools literawre, niay be preferable to the super-
hcial study of many subjects (Sizer 1984),

5. Staff developmeni:. Schoolwide staff development is ongoing and
links the expressed concerns of the stff to the schools specific instructional
and organizational needs.

6. Pareital involvemen:r and support. Though the evidence is mixed in
the area of parentai involvement in daily school activities, obtaining parental
support of school homework, attendance. and discipline policies is likely to
influence student performance pasitively. perhaps by increasing motivation.

7. Schooiwide recognition of academic success Publicly ho.oring aca-
demic achievement (including showing improvement, as well a3 reaching
standards of excellence) and stressing its importance enceurage students to
adopt similar norms and values.

8. Maximized learning time. More of the school day and more of the
class period are devoted to active learning activities in academic areus: class
periods are free from interruptions and disruptions.

9. District support. Fundamental change, building-level management,
staff stabiiity, and so on. depend on support from the district office; district
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recognition of school staffs” efforts and the provision of necessary resources
are necessary 1o the improvement process.

10. Collaborative playming and collegial relationships. Change attempts
are more successful when weachers and administrators work together: col
legiility breaks down barriers beraeen departments and among teachers and
administrators, encouwr ages the kind of intellectual sharing that can lead to
consensus, and promaotes feelings of unity and commonality among the staff.

11. Sense of commuanin: Schools build feelings of community that con-
tribute to reduced alienation and increased performance of students and staff
alike.

12, Clear goals and high expectations commonly shared. Schools whose
staff agree on their goals (e.g., academic achievement) and expectations (e.g.,
for work and achievement from all students) ire more likely to be successtul
in that thev have channeled their energy and efforts toward a riutually agreed
upon purpose.

13. Order and discipline. The seriousness and purposefulness with
which the school approaches its tasks are communicated by the order and
discipline it maintains in its building and classrooms; rules are established by
satual agreement, consistently and fairlv enforced.

This list is not intended to be a blueprint that must be religiously
followed. We suggest that schools use these characteristics as indicators of a
healthy school culture and operationalize them by turning them into princi-
ples. Making these characteristics principles that can guide behavior creates
the mindset that this is something to do, not simply a static list to evaluate a
school or its staff.

Viewed dvnamically, these characteristics become the means by which
student performance can be improved. For example, we regard faculty collab-
oration as one sign of a good school culture (see also Lipsitz 1984, Rosenholtz
1985). At the same time, collaboration is also a vital mechanism for forging a
common purpose, stimulating experimentation and innovation, and enhanc-
ing staff professionalism. if, when assessing a schools culture, it becomes
obvious that there is no evidence of collective work toward mutually valued
goals, then a project to establish collaborative relationships among the staff
would be one target for an improvement project.

As another example, order and discipline are necessary ingredients of a
school culture that encourages academic achievement (e.g., see MacKenzie
1983). If this element is missing, then strategies designed to establish it mighr
be given priority in the early stages of an improvement project. One such
strategy might be 1o use staff teams (or staff and student teams ar the second-
ary level) 1o collaboratively devise wavs to increase faculty control and student
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compliance. Here, collaboration is primarilv a means to another end, vet the
development of an increased capacity for and tendency to engage in collective
problem solving is likely to result from this effort to institute better discipline,

Finally, these two examples highlight the interrelatedness of these 13
+ haracteristics and the fact that they can serve, at different times in the change
procest, as means or ends or even both at once. Indeed, the strength of this
approach to school improvement stems from its cultural grounding and from
its merger of process and product.

Guidelines for School Improvement

As the preceding discussion has indicated, the first step is to assess the
school’s culture using the 13 characteristics (or another research-based
theme) as a guide. Our principle here is that change without solid informa-
tion on the nature of the school as it now exists is likely to be mindless
activism and an endlessly frustraiing task. Following the dictum, “If it ain't
broke, don't fix it,” we urge that wholesale cultural change not be undertaken
unless the situation clearly demands it. In most schools the cultural assess-
ment will “red flag™ a few areas of weakness where the change effort would
be most protitably directed. While comprehensive change may ultimately be
necessary to bring about the fundamental reform of schools (which is not the
issue here), a selective change effort aimed at specific cultural targets is a
more realistic endeavor for most schools.

Since our conception of culture stresses beliefs and practices (“the way
we do things around here™), it follows that changing schools essentially
means changing what the principal players in the learning process value and
do regarding school. This is not easily accomplished, nor can it be done in
the span of a few months.

Adopting a cultural perspective at the school level also means that
attention must be paid to the peer culture of students, especially in secondary
schools. Since student peer culture so strongly influences student perform-
ance, school staff members must be cognizant of whether the dominant peer
culture adds to or detracts from the school’s mission. In other words, how
students see themselves in the context of the school, the extent to which they
value academic success or willingly comply with school rules, will affect their
achievement. Even though many of the determinants of peer culture lie
outside the school’s control (see Ogbu 1978, Wiilis 1977), schools can have an
impact. So, in assessing the schools culwre, staff members must also assess
the dominant student culture and look for ways to mesh the two to make
them mutually supportive of the school’s mission.
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Finally, symbols, rituals. and even myvths play an imporant role in
organizational cultures (Rettigrew 1979), Rituals or ceremonies contain mes-
sages about values and about the relative importance of a schools many. and
often contlicting, goals. Moreover, rituals provide a “shared experience of
belonging™ (Rettigrew 1979, p. 576) and thereby contribute 1o identitication
with the school communin: By expressing and reinforcing what the school
values and by publicly acknowledging accomplishments, such ceremonies
and symbols socially legitimize the school mission. As examples, academic
pep assemblies, award banquets for families of students who have met
personal improvement goals, and professional recognition and advancement
for collaborating groups of teachers making extraordinary contributions to
the school can be used 10 help manipulate the school’s culture.

Returning to an earlier theme, the use of ceremonies is not a viable
substitute for comprehensive change. Nevertheless, creating and using cul-
tural symboals is not a diificult undertaking, and the efficacy of such svmbols
within an organization is probablv best illustrated by the importance attached
1o them by many of the nation’s most profitable corporations (e¢.g., see Peters
and Waterman 1982).

Concluding Thoughts on School Culture

We have digressed some distance into the area of school culture given
that the focus of this book is on district organization. We think this excursion
necessary. School culture and district culture are not one and the same.
District culture sets the parameters within which school culture exists, and to
some extent the two have a reciprocal (but largely unexplored) relationship.
However, cultures differ across schools even within the same district. More
importantly, school cultures are distinct from that of the district; the elements
of a productive school culure are not necessarily identical with the compo-
nents of a healthy district culture. Given the importance of culture to organi-
zational effectiveness, it is essential that educators at all levels of the organiza-
tion understand the nature and role of the schoof culture.

With this common understanding of the role and importance of school
culture as a basis, we now turn to the topic of school leadership. While the
discussion is focused on principal leadership, we will return to issues raised
in this examination of school culture. In so doing, we will suggest a structural
means to solidifv the notion of school culture by the use of schoolwide
problem-solving teams and decentralized decision making. We will also
incorporate into the discussion themes (e.g, strategic p:anning, empower-
ment) that have been raised in previous chapters.
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PRINCIPAL LEADERSHIP

In the nonrational world that confronts educational organizations, the
characteristics and behaviors desirable of leaders at the district level are
equally appropriate for leaders at the school level. However, because there
are obvious differences in the arenas in which central office and building
leaders act. in their specitic responsibilities, and in their relationship o
resources and district policy decisions. it is helpful to look more closely at
etfective school leadership.

While it is not possible at this time to causally link principals” actions to
the practices of teachers and the achievement of students (Manasse 1985),
there is a growing conviction that certain behaviors by the principal are
necessary, if not sufficient, to creating and maintaining good schools. We
support this assumption. but we begin with tive points that must be remem-
bered when discussing the role of the principal.

Five Cautions

1. While it seems to have become the common wisdom that principals
are the key element, the principal is not, in fact. the only person who can
provide leadership, especially teadership for school improvement (e.g., sce
Barth 1980. Gersten et al. 1982, Hall et al. 1983, Lieberman and Miller 1984,
Purkey 1984). Not only is this a tremendous burden, given the demands of
managing a school’ daily affairs, but few principals have received the training
that would equip them to be reform leaders, and the skills involved in
administering the daily routine are likely to be different from the leadership
skills required for innovation. To be sure, leadership is essential to the
success of our schools, principals are advantageously positioned to provide it,
and change is unlikely to happen in schools without principals’ support.
Nevertheless. leadership can come from teachers and other administrators. In
this sense, good principal leadership may at times consist of finding, publicly
recognizing, and supporting by word and deed the leadership of others in the
school.

2. There is a tendency to describe the style of exemplary principals in
stereonypic masculine terms leading to the presumption that all principals
should resemble CEO in industry, or be autocratic captains of an educational
ship. Not only is there evidence that the stvle of effective principals may vary
(e.g., Hargrove et al. 1981), but there is also evidence that leadership can
assume another voice that, among other things, is more democratic and more
sensitive to relations among people (Adkison 1981, Kanter 1975, Lightfoot
1983). The perceived need for a tough, masculir e image places a straitjacket
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on principals as they develop a personal style. More importantly; the mas-
culine stvle is conducive to the myth of the rational organization (Borman and
Spring 1984) in which strong leaders take unyielding stands. buttressed by
certain knowledge in a one-best-way that is to be faithfully carried out by
those beneath them. As we have argued, this is an inaccurate model of school
organization, the more so fecause it does not square with the nature of
principals” daily work.

3. Not only siyle but specific behaviors may vary among equally effective
principals (e.g., see Duke and Imber 1983, Hansen 1979, Rutherford 1985).
School context—which includes items such as the socioeconomic status of
the schools population, the amount of community support or pressure, the
history of reform efforts in the building, and the state of the relationship
between teachers and administrators—is likelv to strongly affect what a
principal should (and can) do in any given situation. To think otherwise is to
assume that schools are identical. While we argue that sound managemer..
principles are consistent across sites, it makes little sense to seek specitic
behaviors that must be universally and routinely applied.

4. What effective principals do in schools as they are presently con-
stituted may be different from what they would do in institutions having an
alternative organizational structure. For #xample, one image of an effeciive
principal today is often of someone who bucks the system, who is a sort of
maverick. W suggest this stems from the limits and inadequacies of the
rational, bureaucratic model adopted by the central office, which can often
result in principals having to go their own way in order to accomplis: their
schools' goals. If schools and districts were to acknowledge the reality of the
nonrational model, and conduct themselves accordingly, it is likely that new

- behaviors or skills would be demanded of the effective principal. At the very

least, we must be wary of developing lists of behaviors or skills derived cnly
from what principals now do without paving attention to what good leaders
do in organizations that more closely resemble the decentralized model we
have been advocating.

5. The above comments about maverick principals notwithstanding,
good leadership at the building level requires the support of the central office
(Purkey and Smith 1985). Dumping the entire responsibility for educational
excellence on the building principal on the grounds that he or she must
become an instructional leader is not appropriate. Principals need assistance
and training to learn leadership skills, thev need support as they experiment
with new forms of administering the school, and thev need access 1o re-
sources to enable them to implement their policies and programs. In discuss-
ing his management theory, Deming (1982), whom the Japanese credit as the
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architect of their post-war industrial renaissance, asserts that in all cases of
low qualin (and productiviy) the problem is in the system and only the wop
nanagement can alter the system. Applied to educational organizations, this
means that the superintendent and senior staff assume major responsibility
for creating the conditions under which effective leadership can emerge at
the building level,

Effective Principals

With these five points in mind. the simplest thing that can be said about
effective principals is that they act so as to bring about the characteristics of an
effective school. That is, they attempt to establish a culture that encourages
ard facilitates teaching and learning. To accomplish this, a principal uses
particular skills, engages in certain behaviors, and adopts specific attitudes all
of which may vary according to the situation. Recently, various researchers
have compiled rather convergent lists of these skills, behaviors. and attitudes
(e.g.. see Manasse 1985, Rosenholiz 1985, Rutherford 1985, Saphier and King
1985). These elements are then combined as principals carry out the tasks
and assume the appropriate roles necessary to build a productive school
culture. While different researchers emphasize different tasks and roles, there
is general agreement that establishing a positive school culture involves skills
related to the roles of manager, teacher. facilitator (ie., human relations
skills), politician, and analyst (e.g.. Cunningham 1985, Sergiovanni 1984: see
Cuban 1985 for a similar discussion of the roles of superintendent). These
tasks and roles are found to be interrelated as well, which raises the point that
principals may not need to be equally adept at every role or task since
strength in one may well compensate for weakness in another. (Principals
might concentrate on what they do well even as thev seek assistance in
improving their ability in other areas—they need not despair if they are not
super-principal.)

RELATIONSHIP BETWEEN EFFECTIVE SCHOOLS
AND EFFECTIVE PRINCIPALS

To help clarify the relationship between effective schools and principal
leadership, we turn to six areas in which the descriptions of each overlap.
First, both literatures recognize the importance of cukure. For schools, a
culture that supports teaching and learning is the mechanism that promotes
1igh performance. School culture can also promote attachment to the school
IS an institution. Principals, therefore, should be able to assess the school’s
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existing culture and understand the levers (symbols. ceremonies, rituals, ete.)
by which inappropriate cultures can be transformed and productive cultures
maintained

- econd. both literatures acknowledge the importance of local responsi-
hility and control. In schools, a measure of autonomy s deemed necessary to
“fit" the school to varving environmental, political, and historical conditions.
At the same time, giving the staff responsibility for the schools organizational
health leads to ownership and commitment and may be a prerequisite to
releasing the innovative spirit within the school. Charzcteristically, effective
principals assume responsibility for making their school “work.” These prin-
cipals seek and seize every opportunity to do what they think best for the
school <ometimes even in the face of obstacles within the central office.
Clearly. school site management is critical to a principal’ ability to forge a
responsive school culture.

Third, both literatures assert the importance of commonality of purpose.
In schools, clear and shared goals provide unity, help channel and target
resources within the school program, can foster collaboration, and establish
criteria for school success that permit assessment of progress. Applied o
principals, this takes the form of a clear vision of what the school should be,
which is translated into concrete objectives and communicated to the staff in
stacii a way as to influence what they do in their professional roles. For both
the school and the principal, written school improvement plans can be a road
map for creating and realizing a shared vision of what the school should be.
(See Purkey 1984 for an example of the use of school improvement plansina
secondary school effectiveness project.)

Fourth, both literatures assume the importance of collaborative relation-
ships and democratic decision making. Even though ccliaboration and shared
decision making are not identical and one can exist without the other, both
are essential to the su. ‘essful implementation of educational change, both
are thought to increase job satisfaction, and both are conducive to an environ-
ment of experimentation and mutual assistance. Effective principals, by exam-
ple and by policy, support collaboration and involve staff in decision making.
More concretely, they adopt the principle of empowerment (see Chapter 7)
and establish participative teams, wherever possible, to solve problems and
make decisions that affect the entire school.

Fifth, both the literature on effective schools and that on effective princi-
pals address the issue of stability. In schools, stability means that the staff stay
together long enough to become familiar with each other, their students, and
the schools structure and purpose. Achieving some characteristics of good
schools (eg., collaboration, community) requires extended time, and change
by its very niature is a risky enterprise. Without knowing that they will be at the
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school for the long haul. staffs may tind little incentive to take risks, even
under pressure fram the central oftice or the community; under such condi-
tions, people play it safe and go by the book. Correspondingly. effective
principals should take a long-term, patient view and seek to drive out fear of
risk taking and innovation (and, we would add., are themselves not rotated
from buiiding to building as they move up the administrative ladder).

Sixth, both literatures emphasize the importance of maximized learning
ime. This wakes a variety of forms in schools but certainly includes the
maintenance of discipline and safety, the protection of the instructional pro-
gram from interruption and interference, and the fullest use of the time
available for learning. Principals need 10 ensure that these conditions are met
and provide the resources teachers need to take advantage of their alloued
classroom time. Effective principals also actively seek knowledge about cur-
riculum and instruction that can be used to enhance their leadership as well
as raise the level of staff members’ teaching efficiency and effectiveness.

Three Leadership Principles

Assuming that a school leader has become familiar with the literature on
principal leadership and school effectiveness, and is aware of the high degree
of congruence between them, what next? Unfortunately, there are no formulas
that can be applied to the principalship. There are certain principles, how-
ever, that can offer guidance, even if they do not provide specific instructions
in all cases.

One such principle, already mentioned, is to avoid the "“if only" tendency
of thinking that better teachers or a new instructional technology will solve a
school’s problems. The experience of the Chicago Public Schools with mas-
tery learning (Olson 1985) should be warning enough that technologies, by
themselves, cannot turn schools around. Also, unless there is evidence that
the teachers are simply not trving to educate their students, it is unlikely that
exhortations or goals posted as quotas (all our students will score above the
25th percentile!) will accomplish much. Instead, 2 more productive approach
is to analvze the schools culture, determine what aspects of it (e.g., expecta-
tions, comraunication patterns, incentives) are obstacles to teaching and
learning, and then intervene where necessary. Moreover, altering the struc-
ture and process of the school as an organization is likely to prove easier (but
it is no easy task) than attempting to “fix" individual teachers or assemble a
staff of master teachers (see O'Toole 1981),

The second principle is to think politicallv about how to get staff working
ogether (Bacharach and Mitchell 1986). To think politically in this context
means to analyze the school, not only culturally, but also in terms of its
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arious constituencies and its kev actors, (This is very similar to what we have

called strategic planning at the district level) One constituency in many
secondary schools is the coaches, another is the “old guard” who have been
in the school seemingly forever. and a third might be the “activists.” the
teachers who. as a group. are most receptive to innovation if they perceive it
to be in their students best interest. Other constituencies cluster around
departments. academic versus vocational programs, and so on. At the ele-
mentary level the dvnamics are usually less complicated. but here. too.
interest groups can be identitied. perhaps involving a division between upper
and lower grade teachers or between newer (often younger) teachers and the
school veterans.

To get staff to work together in such a situation. it is necessary to
recognize the existence of these interest groups. to identifv the influential
staff within each group (keeping in mind that people often belong to more
than one interest group). and to form teams that cut across these organiza-
tional segments (see Kanter 1983).

Improvement projects will often tread on the toes of one or another
interest group. For example, altering course requirements to raise the num-
ber of academic classes a student mus: take will very likely encounter
opposition from teachers whose classes are not counted as being academic.
While a political strategy and team building approach will not do away with
objections and conflict, it offers a way of successfully managing such disputes.

Applving these principles requires information about the schools
culture and usable data on student performance. A general awareness of what
is happening throughout the building and in its classrooms, which can be
obtained only by walking around and talking with staff and students, is also
necessary to the team building strategy. Note that recent commentators on
educational quality have suggested that schools, for all the data they collect,
are information poor when it comes to having useful indicators of cultural or
svstemnic troublespots (e.g., see Goodlad 1984). At the same time, awareness is
often listed as one of the characteristics of the effective principal (Manasse
1985).

Another aspect of what we call political thinking, and which contributes
to building awareness, involves listening to the staff to tind out what barriers
exist that prevent them from teaching and from taking pride in what they do
(Deming 1982). Principals must search for problems (and encourage their
staff to do likewise). Though this may have a negative connotation for some, it
is another dimension to the development of staff willingness to take risks
(Giacquinta 1975) and is likely to contribute to the climate of experimenta-
tion and continuous change found in successful schools (Little 1982). Prob-
lems exist in all schools. Acknowledging that problems exist, responding to
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staff perceptions of problems. and jointly seeking solutions are all aspects of
political behavior that build trust among the staff and senve as a necessary
precondition of fundamental change.

To think politically also means to recognize that a vague vision without
an accoempanying constancy of specific purpose leads o frustration and
cvnicism (Deming 1982). Bombarded with fads and passing fancies, teachers
(and administrators) find it all too easy to adopt a “this too shall pass”
mentality: Since meaningful change does not magically appear overnight,
constancy of purpose is essential to the long-term effort needed for school
improvement. Moreover, constancy of purpose demonstrates to the staff that
principals do what they say they are going to do wheri thev said thev would do
it. This form of integrity helps to inspire trust on the part of the staff, which is
necessary to risk taking and hence innovation.

The third principle is to empower others. The team building approach
indicated by a political understanding of schools assumes, too, that decision-
making power will be decentralized. Since the strategy of empowerment is
treated in considerable depth in Chapter 7, we confine ourselves here tc
noting that delegating authority and democratizing decision making contrib-
ute to greater flexibility (via school site management) and greater responsibil-
ity for school reform at the school level (Purkey and Smith 1985). Simply put,
people naturally have a greater investment in, and commitment to, those
decisions that they participated in making. Whatever else empowerment
accomplishes in terms of, for example, enhancing staff professionalism, it is a
powerful mechanism for generating ownership by the people in whose hands
success or failure inevitably rests.

Rarely will principals be able to single-handedly turn a school around.
The principle of empowerment rests upon the postulate that getting staff to
work in concert toward a common goal is likely to be much easier to the
extent that they are meaningfully involved in the selection and implementa-
tion of school improvement projects. The dilemma of empowerment, and
consequently a key leadership task, is to avoid the "too many cooks spoil the
broth” phenomenon, thereby diluting reform to the point that serious change
is not attempted. Empowerment, therefore, does not mean the abdication of
authority or the relinquishment of leadership; leadership is essential to the
implementation of significant innovations. Empowerment does mean, how-
ever, giving others the opportunity and responsibility to gain and wield
influence.

Concluding Thoughts

We close this discussion of principal leadership with two observations.
First, although we draw heavily upon lessons from the private sector in
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describing principal leadership. schools, unlike most corporations, are public
service organizations. In the end, the sole criterion by which the success of a
corporation is judged is its profits. Schools, however, must meet equity
criteria, and they have an obligation to be a healthy environment for the
developmental growth of students (and staff). Without belaboring the point, in
the attempt to achieve educational excellence there is alwavs a danger of
overlooking issues of equity and quatity of institutionat life. Efficiency and cost
effectiveness are alwavs paramount to a profitable corporation: they may not
alwavs be us critical to good schools. Along this vein, we agree with Manasse
(1985) that it is an error to think of leadership skills and characteristics apart
from how and to what ends they are applied. If the aims of education are
inappropriate, then the best leadership will amount to tittte.

Second. teachers and other school administrators possess an ideology,
have undergone training, and have accumulated a wealth of experiences. They
tend to assume that theyv have an expertise that entitles them to a great deal of
autonomy and discretion in meeting the needs of students. This sensc of
professionalism will mediate even the most forcefut, dvnamic leadership. And
it should do so. albeit within limits, since the point is not to generate an
emplovee mentality but to empower staff to take a more active, responsible
role for the well-being of the whole school, as well as for each of their
students. This professionalism partially accounts for the debate, negotiation,
and compromise endemic to the nonrational model of school organization.
Our view of school reality sees this as necessary and even healthy, but it
complicates the task of providing eftective leadership toward a unifying vision
of what the school should be.

However, listening to the staff and gaining a picture of the school as they
see it with all its perceived strengths and weaknesses can be instrumentat in
forging a common vision. While the principal is ideally situated to formulate
and articulate, as well as shape, the school’s goals, good leadership involves
engaging the staff in forming that common vision.

In this section, we have suggested three principles that can guide the
principal in acquiring and applving the skills ..nd characteristics necessary to
leadership in a nonrational organizational world. First, we urge that principals
refrain from "if onlv" searches for quick-fix solutions in hopes of escaping the
hard, time-consuming work necessary to creating a productive school culture.
Second, we urge principals to think politically in the broadest sense of the
term as they seek to understand and then change the schools culture. Third,
we enicourage principals to empower others and spread the responsibility for
school success throughout the organization, thereby tapping the tatents and
energy of all.
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Restoring Efficacy to
Schools in a
Nonrational World

INTRODUCTION

We began this book by demonstrating that times are difficult for edu-
cators. Change, ambiguity, and crisis are the normal state of affairs. Educators
have experienced a declining sense of efficacy as they atempted to apply old
organizational models to this new state of affairs. Within the old model,
despite the best intentions and vigorous efforts, educators experience less
ability to make a positive difference in the lives of their students. Efforts seem
frantic and results seem fragmentary: auention is divided in many contradic-
tory directions. Things just don't seem to cohere any more. In the compelling
image of the Irish poet William Butler Yeats, “Things fall apart; the center
cannot hold™ (Rosenthal 1962),

Throughout our discussion, we have said that, in order to restore this
center and a sense of efficacy, educators must:

1. recognize the nature of the changes occurring in the world that forms
the environment for elementary and secondary education;

111 115




O

ERIC

Aruitoxt provided by Eic:

PRODUCTIVE SCHOOL SYSTEMS FOR A NONRATIONAL WORLD

2. recognize that there is a wav of thinking abowr and within our
educational organizations that may be more helpful than the traditional way:
and

3. learn and use¢ new strategies for setting goals, making decisions,
planning, distributing power. structuring the organization, leading the organi-
zation, and thinking about teaching,

These ideas are based on a belief that organizations in general and
educational organizations in particular are dependent on the context in
which they are developed. We have characterized that context as one of rapid
and massive social change. Such a context requires an organization that can
adapt and adopt, if the organization is to be innovative, productive, and of
high quality. We have contended that the integrated structures of the nonra-
tional organization provide great promise for the effective education of
multiple constituencies in a context of change.

We have argued that the nonrational model is a more powerful approach
for dealing with our changing social reality than is the traditional rational
model, partly because it pavs svstematic and continuous attention to current
contexts. The rational model fails to include this activity. except in a periodic
fashion. As an additional liability, the rational model leads to the creation of
bureaucratic and segmented organizations. We have said such syvstems are ill-
adapted for responding to present realities. In order to reestablish the
context for these conclusions, let us briefly reiterate the nature of the changes
facing education. This context creates the need for the nonrational model.

SUMMARIZING CHANGE

Changes in People

Thinking of schools as cultural phenomena (another way of saving
contextually dependent), we began our discussion by demonstraiing that
significant social change is altering American society and our schools. Perhaps
most notable are the demographic changes the society is experiencing.
Students entering our schools are a vastly different group than thev were even
ten vears ago. There are more minority students, more poor students, and
more students from troubled backgrounds and nontraditional families. The
social demographvy is further complicated by changes in inunigration patterns
and by changes in the age makeup of the population. The constituency that
has a direct stake in education has diminished, as the number of families with
children has declined to less than 30 percent.
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These stuaents represent a daily challenge to their teachers and princi-
pals, who have also changed. Educators as a group are older. and are going
through life stages that mav make it difficult for them to adjust to this new
generation of students. One near-term consequence of this demographic
situation will be a need for vast numbers of new educators to replace those
who are retiring and defecting from the teaching and administrative ranks.
Many of these people are leaving because of disillusionment and a reduced
sense of efticacy in the context of the changed social realin: To define cfticacy
vet again, but in a slightly different way than previoushy: it is the power to
make a positive difference, and we suggest that it comes from gaining
coherent, consisient, effective, and positive results from ones professional
actions,

Changes in Expec:ations

Both legislative and local community expectations for schools have
grown, and often these present conflicting demands. Resources to meet these
demands are short; fiscal crisis is the norm, compounded by both the
cconomic and social impact of collective bargaining on the culture of schools.
The sense of frustration and ineffectiveness grows as educators try to respond
to confusing expectations.

We said that one source contributing to both a sense of ineffectiveness
and actual mediocre performance has been the clinging to outmoded as-
sumptions about how organizations function. We presented alternatives to
those assumptions.

Changes in Thinking about Organizations

The Rational Model—How Thi 188 Really Dor't Seem 1o Work, Ve argued
that a disorienting, disintegrating, or incoherent state of affairs arises from
imposing an outmoded model on our educational svstem in a world that has
significantly changed. We called this model the rational model, and presented
it straightforwardly in Chapter 2. Hallmarks of this model are:

® an orientation toward a single set of stable goals.

® abelief that power is a fixed entity flowing from the top down through
a tightly coupled and segmented structure,

® logical decision making that carefully chooses the single best path
among all available options informed by all relevant knowledge,

® operation in an environment that is stable and predictablie, and

® aview of the teaching process that reduces that process to a single set
of best practices.
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It is important to reiterate that the rational model is how nuny people
feel school systems shordd run and how the best ones do run. Our point has
been that the former is not possible and the latter not true.

The Nonrational Model—How Things Really seen: to Work. It is clear
that no explanatory framework can provide all the answers, but the nonra-
tional framework provides the potential for more productive and higher
quality work in a time of rapid change calling for adaptation and innovation.
The nonrational model has its hallmarks too. First, we reiterate that nonra-
tional does not mean irrational, and that schools do have a central mission—
to improve learning and the quality of life in schools. Within that mission
however:

® Goals can be multiple, competing, contradictory. ambiguous, and
promoted by a variety of interest groups. Goals are chosen as much by their
power to command attention as by their intrinsic importance.

® Decision making is closely tied to goal definition. Problems com-
manding the most attention get flagged for a decision. Final decisions are
made from a limited range of options in a last-minute flurry of negotiations
and compromise. Problems that ultimately are most important to the mission
mav be ignored if they can’t command attention, either because they have no
effective spokespersons or because thev are 0o sensitive to be confronted
dircctly:

® Power is an open-ended entity, available throughout the organization
10 those who have access to resources.

e The external environment is volatile and unpredictable; it intrudes at
all points in the process.

® There is a range of situationally appropriate teaching methodologies.

® The connection between policvmaking and classroom instruction is
tenuous and loosely coupled.

Realizing the troubling nature of this view of the world, especially when
contrasted with the appealing orderliness of the rational approach, we spent
some time restating our belief that the nonrational view is a more accurate
representation of reality; hence it is 2 more sensible approach to organiza-
tional life in a world filled with change and uncertainty. Perhaps the key to this
part of the discussion is the reminder that schools now serve multiple
constituencies. In the past, education’s constituency was more uniform in its
background and goals. Given multiple constituencies, our approach to goals,
decision making, power, external environment, the teaching process, and
centralized authority seems to make a better fit with that reality.

Amid the frequently shifting perspectives of the nonrational model,
however, one of our most important points has been that nonrational decision
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makers need to be analytical. svstematic. and logical. But these skills, ex-
ported from the rational model, take on new meaning in a nonrational world
when they require augmentation by such strangers to the rational model as
intuition, vision, and insight. These latter skills were pivotal in our discussion
of nonrational leaders and how thev integrate raconal and nonrational skills
into a unified complement of leadership behaviers.

Let us recall three areas of the nonrational model where leadership can
be exercised.

SUMMARIZING STRATEGIES OF THE
NONRATIONAL MODEL

The Importarice of Culture

Given our belief that schools are cultural phenomena. it should not be
surprising that understanding the culture of the organization is one of the
most important activities in the nonrational approach to organizations. We
defined wo dimensions of culture—guiding beliefs and dailv behavior—and
provided tools for identifying these dimensions. We also provided an ap-
proach for using these dimensions to assess the health of the culture.

Strategic Planning

For those who feel that the nonrational model represents an irresponsi-
ble approach to organizations, the chapter on strategic planning should have
served as an antidote. Strategic planning does emphasize logic and analysis,
but is a much more subtle and complex process than the artificial periodic
and linear exercise of planning in the rational model. Our contrast of the
production of master plans with masterful planning is more than just phrase-
making. A strategic plan is dynamic, and is constantly being monitored,
interpreted, altered. improved, and, above all, implemented. The skills and
knowledge needed to carry it out are more demanding than rational master
planning. The emphasis on qualitative data, the need for both external and
internal analysis, and the four dimensions of external data-gathering—eco-
nomic, political, technological, and social—are enough in themselves to push
most vould-be educational planners into unfamiliar waters.

Empowerment

In Chapter 7 we discussed empowerment—a kev concept if organiza-
tions are to be able to respond effectively to our changing environment and
the changing expectations of workers. We indicated that this was a kev
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leadership behavior By inference, effective leaders are willing and able to
distribute power widelv to people in the organizations: they do this by
creating the integrated svstems we have discussed previously, and by assuring
that access to support. information. and resources tlows throughout the
organization.

Leadership

Our discussion of leadership also emphasized the importance of the
context. We purposely chose to avoid providing our version of the standard
list of leadership skills and qualities. Instead, we stressed the importance of
the effective leader adopting a more functional 21d holistic wayv of thinking
about organizations—in short, the nonrational model. This approach re-
quired the would-be eader to understand and assess the world within and
bevond organizations. Then the leadzr needed to develop a vision of the
organizations future,

Anvariety of approaches was needed to develop this vision. Again, rather
than providing a linear list of skills, we used four directional metaphors for
vision: foresight, hindsight, depth perception, and peripheral vision. We
suggested two important modes of thought in order to develop vision.
Effective lcaders needed a systematic method of scanning, monitoring, and
interpreting everits, in concert with a simultaneous past. present, and future
orientation. In seeking images to describe this way of thinking, we used
holistic concepts—the hologram, or the gestalt. An integrated svnthesis of
thought, with all faculties acting in concert, was what we were portraving.

The Nonrational Model at the Building Level

Because of the concepts importance in the current knowledge base for
effective schooling practices. building-level culture and leadership was ex-
plored at some length in Chapter 9. School cultures are not the same as
district cultures: their importance in determining educational quality makes it
imperative that educators who would be leaders understand how thev func-
tion. W presented 13 characteristics that can be used to assess a schools
culture. A major point was that effective principals create cultures that encour-
age and facilitate teaching 2nd learning. Intriguing is the fact that the descrip-
tions in the literature of effective schools overlap with descriptions of effective
principals. an idea we will return to shortly:

After assessing the school culture, we presented three principles for
aliering culture: refraining from “if only™ thinking, thinking politically, and
empowering others. Principals who would be leaders will need to effectively
use these principles. Empowering others is the same concept as put forward
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for district organizations in Chaprer ~. Thinking politically is parallel to
strategic planning, discussed in Chapter 6. “If only” thinking is probably one
oi the hidden hallmarks of the rational me el usually expressed in the form
of “if only™ we could get more control over the students, “if only™ we could
get more cooperation from the staff, or “if only™ we could get more comput-
ers. This chapter discussed the important role that svmbols, rituals, and even
myths play in school cultures, just as in all organizational cuhures. Effective
leaders must have a clear understanding of cultures role in educational
organizations. Only then can they effectively employ strategies to alter the
culture and build effective structures.

CONCLUSION: INTEGRITY AND EFFICACY

The chapter on leadership concluded with a discussion of integrity as the
glue that holds the effective leaders actions together. We return to that
centralizing concept once again in closing this book.

The roots of the words integrity and irtegration are the same., meaning to
create unity out of diversity. To integrate organizationally, socially, mathe-
matically. or any other way means to bring together disparate parts and make
them into a coherent whole. This coherent whole js differeri; generally more
than the logical sum of its parts.

Similarly, as a human -rait, having integrity means to deal with the many
challenges. problems, temptations. and possibilities of professional and per-
sonal life from a central point of view that integrates values, intention, and
action so that, while the specific actions of the person of integrity may
sometimes be hard to predict, the central value core, intent, and general
effectiveness of those actions are always predictable. The persons actions are
coherent.

A sense of efficacy arises when one knows that one’s behavior is co-
herent—that intentions lead to the desired results and that the results are
worthy: Trust and confidence arise in cthers when they believe they can count
on coherence, competence, and integrity from superiors, colleagues, and
subordinates.

Integrity is a concept that can also be associated with organizational
behaviors, cultures. and beliefs. When the actions of the organization ure
integrated, they have integrity. And so. in the nonrational view of school
systems, not only is the skilled leader with integrity at the center, but the
system itself has this integrity, generated partly through its integrated systems.
T6 say that an organization has integrity is to say that it is put together well,
solid, and unshakable, with ail components working in concert, and that it
keeps its promises.
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However, at the same time, the nonritional integraied organization re-
mains open to the external environment and internally Hexible——the adaptive
and innovative organization we have been describing throughout this book.

When spoken of in this way, the organization begins to take on human
characteristics. Just as out of the complex integrated svstems that make up a
human being comes a unified impression of that person, so, an integrated
organization conceived in the ronrational model takes on character. As we
mentioned above, it is intriguing that the descriptions of effective principals
conceptually overlap the descriptions of effective schools.

It is perhaps in this final anthropomorphic image of the organization it
we create the proper feeling of integrated wholeness for which we are
reaching. The nonrational model, which uses the segmenting and analytical
skills of the rational model as part of its method for achieving organizational
understanding, goes bevond the rational model in developing the skills, often
intuitive, that reach for integration and integrity. In this way, the nonrational
model encompasses the rational, and beconses a signiticant further step in
understanding and describing the complexity of human organizations. A new
and more complex integration is achieved; greater integrity is given to our
knowledge. The center will hold. From this central anchoring point comes a
new ability to make results in school systems match our efforts and intentions.
And just so, a sense of efficacy is restored.
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